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This is a report on a study of graduate and professional school

students. The study attemp_ed to 'kind out how students enter graduate

and professional school and to assess their reactions to their experi-

ences there. The eight sectinns of this report include: an introduc-

tion, a description of the sample of students and how their current

activities were related to their plans as seniors, an account of vari-

ables affecting the rate of attendance, an account of various influences

on the students' attendance, an assessment of their activities and their

descriptions of their schools' environment and professors, an evaluation

of student reactions to their schools, students' reactions to some pro-

posed reforms in advanced education a comparison of the experiences of

men and women and of blacks and whites. Then we colisider the special

characteristics and reactions of scholarship recipients, older students

and married students. Finally, we attempt to draw some conclusions about

the meaning and significance of the findings for each field.



Introduction

Graduate and professional schools are an increasincly important part of

American higher education and American life. As our society has become more

technical and complex, the needs for people with advanced training have con-

stantly increased. In rec,..ni: years people have also turned to those with

advanced training seeking ways to make our impersonal technology more humane,

and to simplify the complexities we have created in our lives. Our way of

life requires biological and physical scientis's and engineers to maintain

its technological progress, physicians to help our bodies to keep pace ,with

our tools, lawyers to sort out the tangled web of our relations with one

another, social scientists to seek better ways for us to organize ourselves,

and artists, writers and philosophers to show us visions of our past and

future. These demands have resulted in the creation of the large social

inr;:itutions ,f our university graduate and professional schools.

Graduate and professional schools are a relatively recent development

in America. They emerged as truly major institutions within the twentieth

century. Today, they are called upon to meet America's needs for lawyers

educators, scientists, physicians and architects. These needs have required

advanced education to become a large and diverse enterprise. This diversity

occurs in many ways. The institutions which award a doctorate vary greatly,

from Adelphi to yeshiva, from Alaska to Florida, and from Hawaii to Maine.

Productivit ranges from Cooper Union, which awarded only five doctorates in

its history to 1970, to Columbia, which awarded over 19,000. Degrees vary

from the traditional MA and Ph.D. to such specialized forms as the MLS-Master

of Library Science, MSW-Master of Social Work, DF-Doctor of Forestry, and

DSM-Doctor of Sacred Music. The breadth of curricula ranges from the single
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doctoral trogram at the Lawrence College Institute of Paper Chemistry, to the

more than 150 field::: in which the universit of California awards advanced

degrees. Postbaccalaureate education as impressive in its size as in its

variety. In 1970 there were about 220,000 graduate students and 170,000

professional school students enrolled in the United States. If the present

rate of increase continues, there will be 1.500,000 persons enrolled for

advanced degrees by 197!). There are now over 320 institutions which award

some form of the doctorate and over 550 institutions which grant a Masters or

second professional degree.

Graduate education has grown very rapidly, esp.,!cially in the recent past.

The statistics on the number of doctorates awarded are the fastest rising

statistics in Office of Education reports. From 1861 to 1970, 355,000

doctorates had been awarded in the United States, 212,000 had been awarded

since 1958 (60 percent of the total); 79,000 since 1968 (22 percent of the

total); and nearly 30,000 in 1970 alone. The institutional character of

graduate school has also changed, of course. Originally small adjuncts to

the undergraduate college, graduate and professional schools have become

large independent units. As students have come to be concentrated more

and more in large universities, the number of large graduate and professional

schools has increased considerably. This change is reflected in the propor-

tions of students concentrated in particular graduate schools. In 1925, the

five most productive institutions awarded 50 percent of all the doctorates

in the country. Today the five most productive award less than 20 percent.

The purpose of citing so many figures has been to remind the reader that

advanced education is a force of increasing importance in our country, and to



-3-

convince him or her of its vitality and growth. Ao the economics of our system

force us to become an educated society, advanced education will become

increasingly important, and graduate and professional students will form a

significant group of citizens.

What do we know about graduate students, then, except that there will

be more of them? There are relatively few studies which deal directly with

graduate students, but they offer some insight into their role. One result

of the research is the generalization that the institutions that train stu-

dents for the intellectual and social tasks that our civilization requires- -

our graduate and professional schools--are only partially organized to

provide training for the ultimate tasks. In the process of preparing stu-

dents for their fields the schools create their own culture with their own

pressures and expectations. The folkways and demands of the schools do not

always relate to the preparation of students for their ultimate roles.

There is evidence that there are roles of "graduate student," "law

student," "medical student," etc. which require responses and behavior

due to the specific pressures, rewards and sanctions of graduate and pro-

fessional schools (Baird, 1969, 1971). For example, Becker, et al., (1961)

concluded that, although the lives of medical students are oriented around

the goal of becoming a doctor, much of their behavior was in response to the

organization of medical school. The definitions of required behavior in

graduate or professional school may have little to do with the ultimate pro-

fessional role. For example,Ithose who will later be teachers must now

engage in research, and the psychologist must engage in work unrelated to the

clinic before he can become a clinician. Their behavior, for the most part,

is a response to the definitions of role performance which are given in the
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graduate or professional school. These definitions may be ambiguous or

unclear for several reasons. For example, the ultimate role is clear

in many fields but the tasks required to enter the field may be vague.

The nature and clarity of the expectations can have sizable effects on

the lives of graduate and professional students.

Of course, graduate and professional school students often have other,

nonacademic roles. They are workers, spouses, parents, citizens and church

members as well as students. The demands of these other roles may affect

students' academic roles. However, as reported by Heiss (1964) the demands

of graduate or professional school often affect other life decisions, and

the quality of personal relations. Thus, it is important to understand the

interplay of students' multiple roles, as well as the formal demands.

Some problems may be "built in" to the structure of graduate and

professional schools. The graduate and professional school is a system

of socialization to an ultimate role. It has some characteristics which

make it unique among such agencies. Several institutions, such as the

clergy or the military, use what Coffman has called "total institutions"

as an interim agency for socialization. Graduate and professional schools

share some of the characteristics of total institutions at a less intensive

level. They use a number of techniques to socialize their students to the

professional role. Sherlock (1966), Sherlock and Cohen (1966), and Secord

and Backman (1965) have discussed some of these devices.

Many graduate and professional schools use one of the devices, rigorous

selection procedures, to allow entry only to the best qualified, and

to increase motivation and commitment among the students who are accepted.

There is in,addition a considerable degree of self-selection, as we saw in
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The Graduates. High selection stanaards lead to committed students in many

professional schools. In contrast, the surveys by Davis (1963), Miller

(1963), and Heiss (1964) suggested that many students enter graduate-'

school without either strong degree goals or high commitment to their

field. Some professional schools use attrition during the years after

admission to select committed bright students. The attrition rate in

graduate schools is also fairly high. However, attrition serves no such

rational purpose in many departments and schools. That is, student

drop out for reasons often unrelated to their ability or commitment.

Many schools feel some commitment in return to their students, i.e.,

they will make an effort to see that the institution does not lose its

investment in the student. In other schools there is relatively little

of this concern for the students bit individual professors may show

such concern, suggesting the importance of relations with the faculty

in graduate and professional school.

A .'econd method, used in professional schools, is sequestration.

(Dornsbush, 1955; Becker et al.. 1961; and Sherlock, 1966.) The students

are isolated by both physical and temporal means. All instruction and work

goes on in a confined area. The work typically requires students to attend

classes all day, and there is often evening and weekend work. This limits

the amount of contact and concern with other interests and people, thus

making the present role demands the central concern in the lives of the

students. Graduate schools usually do not use sequestration. Students

may undertake as much or as lit.le wok as they like, work anywhere, and

spend their time in private pursuits with little regard to the department.

This means that the demands of the department and commitment to the



-6-

ultimate role must compete with the )thee dvmaads on the energies and

commitments of the students. This may be quite important when, as Heiss'

(1964) results suggest, the role of graduate student is less rewarding

than the roles outside the university.

Students' relations with one anothet- are also very important. In

some professional schools students are admitted as a group, they meet the

demands of the faculty as a group, take their exams at the same time. and

spend great amounts of timu together working on common problems. The

class becomes an important reference group, and allegiances and loyalties

develop among the students (Janowitz, 1960). In contrast, although some

graduate departments admit a "crop" of students who take the same classes

in their first year, most of the graduate career is carried out by

separate individuals, as it was designed to be. While this provides

individualized instruction, it tends to deprive the graduate student

of the social support of other students. It also deprives him of peer

information about the nature of the role demands of the faculty and of

peer's judgments of the best way to meet them. (Mechanic, 1962, showed

that such communication plays a crucial role in defining demands and

performance.) The individualized approach of graduate school also

lessens the likelihood of the formation of student groups which will

support and generally reinforce commitment to the field. In any case

it is important to gauge the kinds of relations students have with

each other.

Many professional schools offer some form of "apprenticeship" instruction.

This practice not only offers the student training and valuable skills which

will be useful in his ultimate role, but also allows him to develop the values
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and aCcitudes of the profession. It provides experiences which alter

his self-conception and leads to a sense of professional identity.

Graduate students have to seek such training in other ways--(Davis, 1962;

Heiss, 1964). A research assistant sometimes participates in the crucial

aspects of research--designing a study, forming hypotheses, creating

instruments, writing, drawing conclusions, and submitting an account for

publication. Some teaching assistantships require that the student assume

the duties of a professor. However, many students are removed from the

exercise of professional duties. Students may spend more effort in pleasing

the faculty than in acting as professionals (Mechanic, 1962; Becker, et al.,

1961). The character of assistantships and nonacademic training can have

an important effect on students' progress.

The characteristics of graduate and professional schools thus have

many effects on the kinds of students who enter, on their commitment,

on the nature of student life, and on the student's readiness to assume a

professional position. The degree of structure and emphases of the cur-

riculum seem to strongly affect graduate performance. For these reasons,

it is important to study the differences among fields.

This study was designed to provide information about graduate and

professional school students' progress and their reactions to the demands

and characteristics of graduate and professional schools after they were in

attendance for a year. We were particularly concerned with their reactions

to the policies and demands that affect their educational career, their

relations with professors, their relations with other students, their

reactions to facilities and the effects of their training on their self-

esteem and their opinions about possible reforms in advanced education.
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We will examine the reactions and opinions of students in different

graduate and professional fields, because these fields have basic differ-

ences, and since a comparison of the fields may suggest some insights into

their environments and educational effects. We will also study the potentially

critical differences between the experiences and reactions of blacks and

whites and men and women. First, we will describe the sample and then examine

some of the influences on attendance in advanced study.
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Part One: The Students, Their Activities and

the Relation of Their Current Activities to Their Senior Flans

This part of the report describes the samples used in this

study, and details what the sample of college seniors was doing

a year later. The activities of the sample are described for the

whole sample, and separately for men and women and for students of

differing ethnic backgrounds. Then we examine the relation of students'

plans as seniors to their activities a year later. We were parti-

cularly interested in the extent. to which stucl.ynts follow through

with their plans for graduate or professional school. We analyzed

the degree to which students follow through with their plans for the

entire sample and then examined the degree to which sex, ethnic

group membership, religion, socio-economic status and academic perfor-

mance were related to the implementation of plans. Finally, we examined

the reasons some students did not continue their educations, first

for the entire sample, then for men and women and blacks and whites.

Similar analyses we :conducted of these graduates' plans for

future study and the financial obstacles to further education they

feel they face.



Chapter 1 -- Data and Description of The Activities of

Students A Year After College

The Sample

This study is based on a follow-up of a national sample of 21,000

college seniors who replied to a questionnaire, the College Senior Survey,

in the spring of L971 (Baird, 1973). The distribution of the sample of

94 colleges met the requirements of a sampling frame quite well, and the

characteristics of the colleges were close to the national averages on

the environmental scores developed by Astin (1965). Analyses of the

sample of students indicated it is probably a good sample of seniors

who are oriented toward further education but somewhat less representa-

tive of students who did not plan advanced education.

The College Senior Survey covered 15 areas: (1) biographical informa-

tion; (2) students' ratings of their characteristics; (3) work values; (4)

academic and vocational history; (5) nonacademic and creative accomplish-

ments; (6) students' perceptions of their colleges; (7) perceptions of five

careers (medicine, law, etc.); (8) perceptions of five types of postgradu-

ate schools (medical, graduate schools of arts and sciences, etc.); (9) influ-

ences and information in planning postgraduate careers; (10) finances; (11)

plans; (12) application experiences and attitudes; (13) reasons for choosing

a graduate or professional school; (14) test scores; and (15) grades.

Analyses of the responses of the seniors were described in an earlier

report, The Graduates (Baird, Hartnett and Clark, 1973).

A year later, in the spring of 1972, a follow-up questionnaire was

mailed out to ascertain students' current activities, and, if they were



attending a graduate or professional school, their reactions to their

schools. Follow-up questionnaires were mailed to home addresses of all

the 7968 students who had planned to attend graduate or professional

school in the fall. In addition, questionnaires were mailed to a one-

quarter sample of the students who had not planned further education the

next fall. After the students who had not given their home addresses

or who had given incomplete addresses were excluded, a total of 10,680

questionnaires were mailed. A follow-up reminder was sent out a few

weeks later. A total of 7,112 usable questionnaires were mailed back

to educational Testing Service, or approximately two-thirds of those

sent out. However, several hundred questionnaires were returned because

of inaccurate addresses or because students had moved without leaving

forwarding addresses. Some others seem to have been lost in the mail.

In addition a number of parents and friends wrote that they were holding

the questionnaires until the student returned from a trip, etc., at a

time later than our cutoff date for scoring questionnaires. Finally,

nearly a hundred questionnaires were returned in poor condition.

Altogether, it appears that approximately 10,200 questionnaires actually

reached the people they were intended to reach. The returned question-

naires represent approximately 69.7 percent of this number.

A postcard concerned with students' current activities and grades

in graduate or professional school was mailed out with the reminder.

A student who did not wish to complete the entire questionnaire could

fill out this card. The data from the card would at least give us the

essential information about current activities and academic performance.
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Some 840 of these cards were returned by students who had not completed

the questionnaire. Thus, we had some information on 7952 of the students

who were sent follow-up questionnaires, or approximately 78 percent of

those who had received them. This sample was used for most of the analyses

in this report.

Analyses which compare the characteristics of students who responded

with students who did not are reported in Appendix A.

Auamented sample. In addition to the sample just described, an

additional sample of first year graduate and professional school students

was obtained in selected fields. This sample was to be used to allow

certain analyses in the fields of law, medicine, chemistry, biology,

English, history, economics, and psychology. Some 2474 students from

105 departments and schools completed the same survey used in the follow-up

of the senior sample. In this report their responses will be used for

certain analyses, and as a check on the representativeness of the replies

of the follow up sample. The procedures for obtaining this sample are

reported in Appendix B.

Comments Sheets. Comments were encouraged from students in the

augmented sample. Students were provided with blank sheets of paper with

their questionnaires. They were asked to comment on any aspect of

graduate or professional education they cared to write about. These

comments were analyzed for content, and proved to be quite useful

in understanding some of the results.
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What the Seniors Were' Doing a Year Later

What do contemporary seniors do after they leave college? Do men and

women enter professional schools at the same rate? Do the activities of

blacks and whites differ? Since we followed up only a sampling of the

students who had not planned to go on to graduate or professional school,

we could not completely answer these questions. Howeyer, by weighting

the responses of students who responded to the follow-up, we were able to

obtain approximately correct values, and to answer the questions.

The results of our weighted figures which show how the results would

appear if we had followed up all the seniors in our original sample are

shown in Table 1.1. The follow-up questionnaire allowed students to

indicate more than one activity, so the percentages add up to more than'

100. A small numh,4 were still seniors. Most of the graduates were work-

ing full-time a year after graduation. Some 33.9 percent were working

full-time on jobs they intended to make their careers, and 24.5 percent

were working full-time on jobs they dtd aot intend to make their careers.

Thus, the majority of those who were working (the 33.9%) apparently believed

they had found ImIropriate jobs in appropriate occupations. About one in 15

(6.1 percent) counted traveling among their major activities. About one in

15 (6.5 percent) were in the military. Many more were in non-career service

(5.1 percent) than in career service (1.S percent). Since the Vietnam War

was still in progress in 1972, the number of seniors who choose military

service is not surprisingly high. Only 13.8 percent considered marriage

among their major activities in their last year in spite of the fact,

shown later, that a third were married.
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Table 1.1

Current Acitivites of Seniors One Year Later

Figures Weighted to Represent Entire Original Sample

Activity Total Men WL., a Blacks Whites

Traveling 6.1 5.4 7.1 3.1 6.3

Still a college senior 1.4 1.5 1.4 1.7 1.3

Working full time at a job I
expect to make my career 33.9 31.2 37.1 38.1 34.0

Working full time at a job
which will probably not be

24.5 24.0 28.8 26.8 25.8
1....y career

Working part time 11.a 10.2 13.9 10.9 11.7

Noncareer military service 5.1 8.5 .3 2.1 5.2

Career in military service 1.4 2.3 .2 .2 1.4

Marriage 13.8 5.3 26.0 12.0 14.1

Graduate study in an arts or
humanities field 3.6 2.9 4.6 3.5 3.6

Graduate study in a biological
or physical science field 4.6 5.9 2.5 1.7 4.6

Graduate study in a social
science field 3.5 3.4 3.5 4.2 3.4

Professional study in business 2.8 4.2 .7 3.5 2.8

Professional study in law 3.7 5.4 1.3 2.9 3.7

Professional study in medicine 3.6 1.1 1.7 4.3

Other professional or graduate
study 11.4 10.9 11.8 15.0 11.2
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A third of the seniors were attending a graduate or professional

school one year after graduation. The most popular fields we in the

"other" fields, which most often meant education, followed by engineering.

Biological and physical sciences were studied by 4.6 percent, law by 3.7 per-

cent, medicine by 3.6 percent, arts and humanities by 3.6 percent, social

science by 3.5 percent, and business by 2.8 percent. Compared to the informa-

tion or plans reported in The Graduates, smaller proportions of students were

enrolled in every area, except for the "other" fields, which is primarily

due to the shift of students into education, and the decision by seniors

who had not planned to go on to study education. More detailed analyses

of fields are presented in the next section.

The pattern of activities is considerably different for men and

women as shown in Table 1.1. More women than men were working full-time

(66.7 to 55.2 percent), and more were working part-time (13.9 to 10.2 per-

cent). Women more often considered marriage to be one of their major

activities (26.0 to 5.3 percent). Of course, women served in the military

much less often (.3 to 8.5 percnet). Overall, women less often pursued

graduate or professional study (25.4 to 37.9 percent). A larger propor-

tion of women than of men were studying arts and humanities (4.6 to 2.9 per-

cent). The proportions of men and women studying social science (3.5 to

3.4 percent) and other fields (11.8 to 10.9 percent) were about equal.

Fewer women than men were studying a biological or physical science (2.5

to 5.9 percent). Women were much less often enrolled in the professional

schools of business (.7 to 4.2 percent), law (1.3 to 5.4 percent) and

medicine (1.1 to 5.2 percent). Most of these differences are highly

consistent with the differences in the plans of men and women reported
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in The Graduates. The dilierences in the rate with which those plans

were implemented are discussed in a later section.

The activities of blacks and whites differed as well as reported

in Table 1.1. (Thes6" Mares should be interpreted cautiously, since the

response rate among the black students was only about 50 percent compared

to 78 percent of the whites.) Blacks reported they were working full-time

somewhat more often than did whites (64.9 to 59.8 percent). Blacks

were less often in the military (2.3 to 6.6 percent). Blacks and whites

went on to graduate and professional school to the same extent (33.5 to

33.6 percent) but their distribution among fields was different. Blacks

more often studied soci1 science (5.2 to 3.4 percent), business (3.5

to 2.8 percent), and "other fields" (15.0 to 11.2 percent). Blacks and'.

whites studied the arts and humanities in nearly the same proportion

(3.6 to 3.5 percent). Blacks less often studied a biological or physical

science (1.7 to 4.6 percent), law (2.9 to 3.7 percent), or medicine

(1.7 to 4.3 percent). These differences are fairly congruent with the

plans of blacks and whites reported in The Graduates. The extent to

which black and white students followed through with their plans differed,

as we will discuss in a later section.

The Fields the Graduates in Graduate and. Professional School were Studying

We examined in greater detail the fields of advanced study pursued by

the graduates. As shown in Table 1.2, the most popular specific fields

were law, medicine, and education, all with more than a tenth of the stu-

dents in advanced education. These were followed closely by social science,
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business, engineering, and physical science. Overall, 4 in 9 of the

students were in professional schools of architecture, business, dentistry,

engineering, law, medicine, nursing, pharmacy, or veterinary medicine.

Fields of study differed for men and women. Women more often studied

the arts, humanities, oocial science, social work, "other" fields, and

education. In fact, nearly a quarter of the women in advanced education

were studying education. Men more often studied architecture, business,

dentistry, theology, engineering, law, medicine, physical science, and

veterinary medicine. Over half the men were in four fields: law, medicine,

engineering, and business.

Blacks and whites also differed in the fields they studied. Blacks

more often studied architecture, education, social science, social work,

and "other" fields. Whites more often studied biological sciences, theology,

engineering, humanities, medicine, nursing, and physical science.
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Table 1.2

Fields of Study of Students Pursuing Advanced Study

By Sex, By Race, and Total

Field of study
By Sex

Men Women

By Race

Black White
Total
sample

Agriculture .9 .3 .9 .7 .7

Architecture .8 .3 1.8 .6 .6

Arts or music field 1.4 4.8 1.8 2.5 2.4

Bi logical science field
(botany, zoology, etc.) 4.1 4.7 0.0 4.3 4.2

Business 10.9 2.6 7.0 8.7 8.6

Dentistry 2.6 .1 1.8 1.9 1.9

Divinity school 3.1 .8 0.0 2.5 2.5

Education 6.2 23.5 19.3 11.1 11.2

Engineering 11.6 .9 .9 8.4 8.5

Humanities field (English,
classics, etc.) 3.3 8.4 1.8 4.9 4.9

Interdisciplinary program 1.1 1.8 .9 1.3 1.3

Law 15.2 5.8 10.5 12.5 12.4

Medicine 14.6 5.2 7.9 12.0 11.8

Nursing .1 2.4 0.0 .9 .8

Pharmacy .2 .3 0.0 .3 .3

Physical science field
(mathematics, etc.) 9.0 5.5 5.3 8.1 8.0

Social science field
(sociology, psychology,
econom4cs, etc.) 8.6 12.4 13.2 9.6 9.7

Social work .6 3.5 12.2 1.1 1.4

Veterinary medicine .5 .1 0.0 .4 .4

Other 4.1 15.2 13.2 7.2 7.3
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A Year Later -- What They Are Doing in Relation to Plans

To what extent do seniors follow through with their plans? When we fol-

lowed up the students a year later, we found that most of them were engaged in

the activities they had planned as seniors, although there were some surprising

inconsistencies. There were considerable differences in the extent to which

seniors implemented their plans, however, as shown in Table 1.3. In this table

the top shows the activities the seniors had indicated they planned to engage

in the next fall. These groups were defined by first placing all the students

who had plans for advanced study in their plan group, then by placing the

remaining students in their planned activity of work, military service or mar-

riage. In this way the work, military and marriage plan groups were composed

of students who had planned only those activities and who did not plan advanced

study. The students who planned advanced study, however, may also have planned

to be married or work, for example. This procedure seemed to clarify the

definition of the groups while still reflecting the multiple plans of the stu-

dents planning advanced study.

Each column in the table shows the students' responses to a follow-up

question which asked them to indicate their present activities. The question

allowed them to indicate more than one activity. Seniors who planned to be

working full time or to be married followed through with their plans at a

fairly high rate; 83.7 percent of the seniors who planned to work were working

full time, and 88.9 percent of the seniors who planned only marriage were

married. Only 9.1 percent of the seniors who planned to work and 4.4 percent

of the seniors who planned to be married were in any form of advanced study.

Only 57.8 percent of the seniors who planned military service were in the

military; most of the rest seemed to have entered the work force. Only 8.6 were

in any form of advanced education.
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The responses of the studerts who said they planned some form of

advanced study in April or May of 1971 are somewhat surprising. Although

about three-quarters were in some form of advanced study a year later, many

were not in the field they indicated as seniors. The students who planned

to study the arts and humanities and those who planned to study the social

sciences least often followed through with their plans: 34.5 percent

and 38.6 percent, respectively, followed through. Almost as many of those

two groups were in some other field as were in their planned field, and

many were working full time. Slightly more than half of the students who

had planned to study biological or physical science (51.5 percent), business

(51.9 percent) or "other" fields (51.7 percent) actually entered their

intended field. In the graduate fields the majority of students who did

not pursue study in theil Tlanned field were in "other" fields, which includes

education and other professional and semi-professional areas.

Students who planned to enter law school (70.8 percent) and medical

school (75.2 percent) followed through with their plans more often than stu-

dents with any other plans for study. Only 5 percent of the students who had

planned to go to law school were studying in some other area compared to 11.3

percent of the students who had planned to go to medical school. The students

who had planned to go to medical school but went elsewhere most often studied

a biological or physical science or pursued "other" fields, which include

dentistry and pharmacy.

It is difficult to explain the differences between the fields. The senior

information was collected late in the senior year, when most seniors would know

ii they had been accepted. In fact, about 70 percent of the seniors who planned

to go on the next fall said they had been admitted to at least one institution.

Furthermore, the rate of reported acceptance was about the same across the fields.
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The item on plans was repeated, virtually verbatim, in the follow-up, so the

differences would not seem to be due to changes in words.

We looked for explanations for the results for students who planned to study
I

social science and arts and humanities by examining their responses to the Senior

Survey. Students in the two fields were not very different from students in

other fields in their indebtedness, financial planning, or in the influences

or their decision to attend graduate or professional school. Students who

planned to study social science had changed their majors and vocational choice

more often than other students, but students who planned to study arts and

humanities were about average on those scores. Both groups had first vbIght

of advanced study somewhat later than other groups, or the average. Finally,

both fields included proportionally more women than any other fields. As we

shall see in the next section, sex was related to implementation of plans.

However, it is hard to explain the fact that so many students do not follow

through with their plans. Apparently their intentions as seniors are later

altered by changes in their finances, jobs, or interests.

Do Men and Women Follow Through With Their
Ptans To the Same Extent?

Men were more likely than women to plan to continue their education

after their senior years of college. Did men and women also differ in the

extent to which they implemented their plans? To answer this question, we

prepared tables like Table 1.1 fo: both sexes. Since these tables were

somewhat cumbersome, we summarized their most salient results in Table 1.4.

The table shows the percentage of men and women who were engaged in the

activity they planned as seniors. For example, 86.2 percent of the men

who had planned to work as seniors were working full time a year later, and 58.1

percent of the men who had planned to enter the military actually were in the

military a year later. Women were a little less likely (86.2 to 81.3 percent)

than men to implement their plans for working. So few women planned to enter



-23-

Table 1.4

Percentage of Seniors Engaged in Planned Activity

A Year Later by Sex and Ethnic Group

Plan

By sex. By ethnic group

Men Women Black White
Spanish
Speaking Oriental

Full-time work 86.2 81.3 79.7 83.8 100.0
*

78.6

Military service 58.1 50.0
*

50.0
*

58.1 0.0
*

66.7
*

Marriage only
*

0.0 90.9
*

0.0 88.1 100.0
*

0.0
*

Grad- arts and
humanities 32.7 36.1 .9.7 35.3 75.0

*
23.1

Grad- biological and
physical science 52.8 47.3 36.0 52.4 40.0

*
53.9

Grad- social science 43.0 33.5 31.1 39.2 50.0
*

25.0
*Business school 53.4 41.9 45.5 52.5 0.0 75.0

* *Law school 71.1 69.8 70.0 i0.6 100.0 50.0

Medical school 80.8 51.3 57.1 75.5 75.0
*

87.5

Other study 58.1 42.0 50.0 51.4 75.0
*

66.6

Total in planned
advanced study 56.7 41.2 . 39.7 52.3 64.0 55.6

Total who planned to go
who were in some other
field 18.2 23.1 23.1 19.6 8.0 22.2

Total who planned to go
in any advanced study 74.9 64.6 62.8 71.9 72.0 77.8

5060 2864 278 7326 27 92

*
N less than 10
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the armed services that comparisons were meaningless. Only 58.1 percent

of the men who had planned to enter the armed services did so, perhaps be-.

cause the Vietnam War was winding down. The way the groups were defined

excludes those who hoped to go to graduate or professional school who thought

they might not be accepted and would therefore enter the military. Thus,

the men who had planned to enter the military seemed to have regarded it as

their primary plan. Perhaps the actual prospect of military service, along with

the continued fighting in Indochina led some o: tha men to reconsider.

In the initial survey, only one senior man ildicated a sole plan to be

married and a year later he was not. Some 90.9 percent of the 44 women who

had planned to be married were married.

Men more often followed through with their plans in every area of

advanced study except arts and humanities. The difference between men and

women who planned to attend law school and was negligible. It was a little

larger among those planning to study a biological or physical science. The

difference climbs to 16.1 percent in the "other" fields and reaches a peak

of 29.5 percent in medicine. These differences are as difficult to explain

as the general results. While both law and medicine are seen as "male-

oriented" fields, there was virtually no differences in the implementation

rate for men and women for law and a large difference for medicine. The social

sciences are reported to be highly liberal and business reported to be con-

servative, yet the differences between the rate at which men and women

implemented their plans were the same in the two fields.

Overall, 56.7 percent of the men in contrast to 41.2 percent of the women

were in the field of advanced study they had ,lanned to enter as seniors, a

difference of 15.5 percent. In other analyses, we found that 18.2 percent

of the men and 23.1 percent of the women who had planned to enter graduate
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study were in advanced study in a field other than their planned field.

Many of the women seem to have entered education. The analyses reported a

few pages ago indicated that nearly a quarter of the women were in

education in contrast to approximately 6 percent of the men.

Altogether, about three-quarters (74.9 percent) of the men who had

planned to pursue advanced study were in graduate or professional school,

whereas less than two-thirds (64.6 percent) of the women who had planned

to pursue advanced studies had done so a year later. Thus, compared to men,

women less often planned advanced study, and when they did plan to go on

less often actually did so, and, when they went on, less often entered the

field they had planned.

How can we account for these differences? The senior data showed that

women who had planned to go on to advanced study had undergraduate grades

superior to those of the men who had planned to go on. They came from some-

what better educated and more affluent families. If we study only the women

who actually did go on, we find the same kinds of differences. It is very

useful to study these women, since we find that many of the same forces

which affect other women are also at work among them. Again, when the women

who went on are compared with the men who went on, the women are found to

have come from families of slightly higher socio-economic status and had

slightly better grades. Women seniors also more often reported that they

tried to work up to the limits of their abilities in all their classes, and

felt that grades had some value other than their usefulness in admission to

advanced study or to get a good job. However, they expressed less confidence

in their ability to complete advanced work, their ability to get A's in

graduate or professional school, and their chances to rank among the best in

their class in graduate or professional school. In sum, although the women
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had beLc.er grades and seemed to place a higher value on academic per-

formance, they hal less confidence in their ability to be successful in

advanced academic work.

The women's sense of confidence was lower in other areas, too, even

when their performance equaled or excelled that of the men. For example,

the women who went on to advanced study had held as many positions in

student government as had the men, had been elected to as many offices, and

had worked just as actively in political groups and student movements. Yet,

the same women rated themselves significantly lower than the men in leader-

ship and speaking ability and the ability to act when limited facts are

available. The women had more often independently read scholarly books in

their field, read other books unrelated to their courses, attended scholarly

meetings in their field, and won prizes, awards or special recognition for

work in their fields. Yet, the womearated themselves lower than did the

men in scholarship, mathematical ab*.ity, writing ability, and scientific

ability.

It seems clear that women, even those who go on to advanced study, have

a lower sense of confidence in their ability to handle difficult work than

do the men. Why? We do not have the kind of data needed to answer this

deceptively simple question, but we do have some clues. First, compared to

the men the women who went on less often reported that their parents had often

encouraged them to attend graduate or professional school. The women seemed

to feel less encouragement (and pressure) from their parents for educational

attainment. Probably beginning in their early years, the women did not receive,

as strongly as the men, the unspoken and subconscious message that they were

able and that considerable accomplishments were expected of them.
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Do Student of Different Ethnic Backgrounds Follow Through with

Their Plans to the same Extent?

In The Graduates we found that the plans of students of different ethnic

backgrounds differed. The student:: from Spanish-speaking backgrounds planned

to go on to further study the next fall more often than any other group, fol-

lowed by blacks, then orientals, and, bringing up the rear, whites. At that

time we wondered how realistic these plans were. The figures in Table 1.4

show that the groups differed in the extent to which they followed through

with their plans. The data for Spanish-speaking students and to a lesser

degree oriental students, should be viewed with caution because of the size

of the sample:;. Spanish-speaking students were most often engaged iii the

field of advanced study they had planned to enter (64.0 percent), followed

by students from oriental families, (55.6 percent), white students (52,3 per-

cent) and bl Lk students (39.7 percent). A slightly different picture

appears when we con...;ider the percentages of student:; who had planned ad-

vanced study who were in any form of graduate or professional study whether

planned or not. The differences between the groups were a little smaller

than in the earlier figures. Among the students who had planned to go on

oriental students most often were in some form of advanced study, (77.8 per-

cent), followed by the Spanish speaking (72.0 percent), whites (71.9 percent)

and blacks (62.8 percent). The ethnic groups also differed in the fields in

which they enrolled. (Because of the small numbers of Spanish speaking and

oriental students in any field, we will discuss only black and white students.)

Blacks, more often than whites, went on to study in the fields of educa-

tion, social science:, and "other" fields while whites more often went on to
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study in biological science, engineering, humanities, medicine, and physical

science. The lower implementation rate among the black students was almost

certainly aft.!cted by their lack of financial resources, as described in

The Graduates. Black students tended to come from families with limited

incomes, and, as we shall see in Chapter 9, often need to rely on loans,

financial aid and scholarships to make it to graduate or professional school.

Like the women in the sample, they tended to gravitate toward education, an

economically "sensible" field, and one where the costs are often low. (Of

course, many of the blacks in the !=ample are women.)

The Influence of Religious Background on Implementation of Plans

In The Graduates we examined some of the evidence on the differences

in educational values of religious groups. We found that people from dif-
.

fering religious backgrounds vary in rate of educational attainment, and

that the differences cannot he entirely attributed to differences in social

class, intelligence or "need for achievement." Some groups, notably Jews,

simply seem to place more value on educational attainment. In our sample,

seniors from Jewish homes were more likely than seniors from other religious

backgrounds to plan to attend graduate or professional school. Some 53.2 per-

cent of the Jewish students planned to go on, compared to 35.1 percent of the

students from Protestant homes, 39.0 percent of the students from Catholic

homes, 35.4 percent of the students from homes of "other" religions, and

44.0 percent of the students from homes with no religion. Jews planned to

go to law or medical school several times as often as did students from other

religious backgrounds.
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Table 1.5

Percentage of Seniors Engaged in Planned Activity

A Year Later by Religion of Parents

Plan

Religion of Parents

Protestant
Roman

Catholic Jewish Other None

Full-time work 82.4 84.7 86.4 90.6 80.3
*

Militacy service 62.2 49.4 20.0 55.6 75.0

Marriage only 89.3 71.4 0.0
*

100.0
*

100.0

Grad- arts and
humanities 35.6 32.9 39.2 34.4 16.7

Grad- biological
and physical science 51.8 48.2 52.3 56.6 53.9

Grad- social
science 37.0 36.7 45.1 42.5 41.2

Business school 49.6 43.0 69.7 73.8 56.3

Law school 67.0 72.2 78.3 59.4 75.0

Medical school 71.3 78.6 82.9 69.7 72.7

Otttr study 52.5 49.4 53.4 43.9 56.6

Total in planned
advanced study 50.2 50.3 61.1 51.4 50.6

Total who planned to go who
were in some other field
of advanced study 20.0 19.5 20.1 19.4 18.0

Total who planned .43 go
in any advanced study 70.2 69.8 81.2 70.8 68.6

ti 4216 2022 789 558 322

*

*
N less than 10.
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In the follow-up, the overall rates of implementation of plans to study in

particular fields were about equal for the groups, except the rate for the

students from Jewish backgrounds, which was about 10 percent higher than for

any of the other groups. Students from Jewish homes were more likely than

other students to follow through with their plans to study social science,

law and medicine. The students from Jewish homes who had planned to go on

were also about 10 percent more often some form of advanced education whether

it was the field they had planned to enter as seniors or not. Since Jewish

students more often planned to go on to graduate and professional schools,

and since they were more likely to follow through with their plans, there

were proportionally larger numbers of Jews in advanced study in this sample

than students of other faiths.

The Influence of Social Class: Parental Income, Fathers' Education,

and Implementation of Plans

Is there any truth in Sarte's remark that the Ph.D. is given in America

$ as a reward for having a wealthy father and no opinions? The effects of

social class and income have been related to the attendance of college during

the undergraduate years iwany studies. These studies show that lower family

income and lower class origins seem to lead to a lower attendance rate than

would be expected on the basis of ability. (For a review of these studies see

Clark, 1964.) Do these factors also influence attendance and retention in

graduate school? Davis (1962) found virtually the same proportions in his
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sample of graduate students at all levels. He found no relation

between their class origins and the stage of their academic career,

vocational plans, or acay.emic area. There was a relationship with

age of entry to graduate school, which may be due to finances.

Davis found that graduate students "...are disproportionately

recruited from the higher class levels, but in absolute terms, they

come from families of modest economic circumstance." Roughly

the same proportions have been found in populations of Ph.Ds. by

Visher (1947), Roe (1953), Strauss (1959, 1960) and Eckert and

Stecklein (1961). Davis (1963a) later found almost the same per-

centages on class background for a sample of college seniors. Since

the proportions remain the same, such background characteristics

would seem to have little effect on the seeking and obtaining of a

doctorate. However, Davis also found that social background did

have an effect on the plans of students to enter graduate school.

Students with higher socio-economic backgrounds more often planned

to enter advanced study immediately. Miller (1963) followed the

same students a year later, and found that, when he controlled for

plans, background did not appear to have much effect on enroll-

ment, although those from less wealthy background were more likely

to be working, and less likely to be enrolled more than half-

time. Perhaps they are more likely to extend their graduate training

for several years rather than to go into debt. Grigg (1965) later

completed a study similar to Miller's (1963). His sample was com-
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posed of students in southern institutions, questioned in their

senior year and in a follow-up study later. The usual moderate

relations with educational level of parents were found, but Grigg

(1965) emphasized:

Family income and occupation of the father
were not closely related to the achievement
of plans... This suggests relative lack of
reliance of students on direct family sup-
port, and the importance of scholarships,
assistantships, and other jobs (as well as
support by spouse) in implementing plans
for future education.

Of course, students of certain backgrounds are more to

enter certain professions. Davis (1963a) measured the proportion

of students of high status background in many graduate fields. The

six fields with the highest proportions of students with high status

backgrounds were, in descending order, law, medicine, philosophy,

political science, fine arts, and clinical psychology. The six with

the lowest percentages were, in ascending order, chemistry,

geology-geography, education, nursing, engineering, and physiology.

It should be noted, however, that even in the lowest field, chemistry,

40% of the students come from high status backgrounds. In general,

we can conclude, as Davis (1962) did, that graduate students come

from all levels of background in absolute numbers, but proprotionately

many more students come from higher status backgrounds.

In sum, status probably has its largest effect at entrance to

college (Baird, 1967; Baird and Holland, 1968) and continues to
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effect attrition during college (Astin, 1964). Its effects continue

beyond college gra-illation, primarily in the choice of field, and

the amount of time which is spent working to support oneself. Many

capable students are not recruited into graduate school because of

their backgrounds, especially in certain crucial professions. But,

as the study by Davis (1963) implied, much of this effect is due

to the low applic4-ion rate among students of lower status back-

ground. Perhaps a vigorous recruiting campaign would attract more

bright students from lower income backgrounds. Some evidence of the

relatively small effect of social class characteristics in comparison

to other factors has been 1%..eorted by Davis (1963b). He indicated

that "...the main function of college experience in vocational choice

is to affect the students's judgment of his ability, rather than his

personality or value preferences." That is, the student :sks him-

self, "Would I be any good at this kind of work?" The importance of

the role model is illustrated by the result that:

"...the best single correlate of choice of a
science career during the college career is a
favorable reaction to science courses and
science faculty, both faculty encouragement
and identification with faculty being two of
the most related aspects of career choice"
Davis (1963b).

In these terms students are drawn toward fields in which they are doing

relatively well, not absolutely well. That is, the variables mos

predictive of career decisions during college are values nd measures

of perceived ability.
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The results of these surveys by various researchers seem to

point to the same conclusion. While recruitment to various fields

may be dependent on background variables, attending graduate school

generally is not strongly related to background. Socialization to

middle class values seems to occur during the undergraduate years,

so the choice of area and attendance is probably relatively more

related to values, interests, self-concepts of ability and the

influence of role models.

In The Graduates, we found that the plans of students from

families with high and low incomes differed only slightly, except

for plans to go to law school or medical school. The students from

the wealthest families planned to study these professions about three

times as often as students from the poorest families. These differences

are probably due to the very high cost of medical school and law

school and, in the case of law, the fact that the schools provide few

scholarships. Plans for further study seemed more strongly tied

to fathers' education. Students whose fathers had had some study

beyond the bachelors were half again as likely to plan to continue

their stales (48.5 percent) as the students whose fathers did not

graduate from college (31.8 percent). Again, the largest differences

were in the percentages who planned to go to law or medical school.

Do students from families of different income and educational levels

follow through with their plans to the same extent? The statistical

answer to the question is given in Table 1.6. Overall, the figures

indicate that students from more privileged backgrounds are more likely
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to be in the field they had planned to enter, and they were more likely

to be in some form of advanced study. The overall rates mask some impor-

tant differences between fields, however. The precentage of students who

follow through with their plans to study arts or humanities had no con-

sistent relation to family income or father's education. There was no

particular relation betwzen following through in social science and

father's education, although there may have been a slight relation with

parental income. Family income had a small, but consistent relation

with implementation of plans to study biological or physi, 1 science and

with "other study." Income had a fairly sizable relation with implemen-

tation of plans for medical school. Income had a complex relation to

implementation of plans to study business and law. The figures for law

suggest that the students in the lowest income category may have more

access to financial aid than students from middle-income or upper-income

families. To some degree this may be due to special scholarship programs

for minority students.

Father's educational level was positively, if inconsistently

related to implementation of plans to study biological or physical science,

law, medicine, and "other" study. Father's educational level was most

strongly related to following through with plans for business school. The

figures for the plans for advanced study, when combined with these results

on the implementation of those plans, suggest again the power of family

background to influence students' lives even years after the students'

childhoods. It is also striking that social class continues to effect

educational attainment in tb. 1970's, after years of efforts to blunt its

influence.
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Table 1.7

Percentage of Seniors Engaged in Planned Activity

A Year Later by Undergraduate Grades

Average Undergraduate Grades

Plan C or
below C+ B B+ A to A+

Full-time work 86.9 83.3 82.2 84.1 87.9

Military service 54.4 59.9 54.2 61.1 55.6
* * *

Marriage only 100.0 100.0 84.2 92.9 50.0

3rad- arts and
humanities 15.8 20.5 33.1 41.6 53.3

Grad- biological and
physical science 24.2 35.9 44.3 63.7 63.6

Grad- social science 25.6 28.1 37.9 42.9 51.6

Business school 13.0 40.5 64.6 63.4 58.9

Law school 36.7 55.5 74.3 75.7 84.9

Medical school 42.9 34.5 69.3 85.7 93.4

Other study 35.2 44.4 55.0 52.0 64.3

Total in planned
advanced study 23.9 36.8 51.4 59.2 68.6

Total who planned to go
who were in some other
field of advanced study 15.5 19.8 21.5 19.2 17.8

Total who planned to go
in any advanced study 39.4 56.6 72.9 78.4 86.4

Total N 549 1928 2543 1893 881

*
N less than 10
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The Influence of Academic Performance.

The rate of implementation of plans for advanced study in any area

is clearly related to undergraduate academic performance; the relation is

much stronger than the relation of any of the other variables we have

examined. Overall, the students with the best averages foll.owed through

with their specific plarQ for study nearly three times as often as the

students with the lowest averages. The best students were also in some

form of advanced study more than twice as often as the poorest students.

The influence of academic performance was much the same in every field.

Apparently, it helps to have good grades.

In sum, we have found that the degret to which col2ege seniors

follow through with their plans is influenced by the field they planned

to enter, sex, race, social class, and, to a s:ight degree, by religion.

Although students with good grades were more likely to implement their

plans, implementation was affected by many characteristics unrelated to

the potential for academic or professional success. This is a sign of

the need for counseling, recruitment and financial programs which will

enable the best students to go to graduate or professional schools In

the next chapter we turn to the reasons students did not ,7o on, which may

suggest some directions for such programs.
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Chapter 2 -- Those Who Did Not Go On

Why Did Some College Graduates Not Pursue Further Education?

The majority of the college seniors did not continue on to further

education the year after they left college. Most were working in

jobs, and most of those who were working intended to make careers of

their jobs. Other analyses are needed to distinguish between students

who had planned to go on but did not and those who did not plan to go

on and did not. These analyses could identify reasons why students do

not pursue advanced education. However, much information can be gained

about these reasons by simply asking the seniors who did not continue

their education why they did not.

We asked the seniors who had not gone on to further study to check

all the major reasons they had not. The results are shown in Table 2.1.

There seemed to be three categories of reasons. The first category could

be classified as motivation. Many seniors did not go on because they

found the academic way of life unappealing; 35.1 percent indicated they

were simply tired of being students, and another 19.8 said they just didn't

want to pursue their education immediately. The second category con-

sisted of financial reasons. Nearly a third (32.1 percent) said they

needed money, nearly a quarter said they couldn't afford further educa-

tion (24.6 percent), and 14.3 percent said their family responsibilities

came before their educations. The third category of reasons rei2ected

the view that advanced education is not highly relevant to the practical

realities of daily work; 37.8 percent were anxious to get practical

experience before going on for more education, 17.8 felt they could enter

and succeed in their fields without further education, and 14.9 percent

said they were anxious to enter the job market.
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Itrerestingly, very few students cited academic reasons for not
4

contindAng: only 7.1 percent said their undergraduate grades were not

high enough; only 5.9 percent said they were not accepted by the schools

they had chosen; only 3.6 percent cited low admission test scores; and

only 1.7 percent felt they were discouraged by their colleges' faculty.

Finally, some (8.7 percent) of the students said they had military

obligations.

As we consider the reasons students give for not continuing their

educations, it appears that most of the students who did not go on felt

they did not need advanced education, or that it was too expensive if

they did need it. Many other students seemed disenchanted with the

academic way of life. The students who did not go to graduate or profes-

sional school seem to feel they have good reasons for their decisions.

This basic profile remains the same when the information is analyzed

by sex, although there were differences in emphasis. Women placed some-

what greater emphasis on the motivational reasons for not pursuing

further education. About 6 percent more of the women than the men said

they simply did not want to continue their educations, and about 5 percent

more of the women said the:: were tired of being students. Women also

cited financial reasons for not continuing slightly more often: 3 percent

more women than men felt they needed money, and about 9 percent more felt

they couldn't afford further education. Women did not mention pragmatic

reasons more often than men with one exception: about 9 percent more

women than men were anxious to get practical experience before going on

for more education. Men more often mentioned academic reasons: 7 percent
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more men than women credited low undergraduate grades, and 6 percent

more men than women admitted they were not admitted by the schools

of their choice. Since men had poorer undergraduate grades, these

figures might be expected. Predictably, men cited military obliga-

tions more often than women.

Blacks and whites had the same patterns of reasons, but differed

in emphasis. Blacks felt that financial reasons were important more

often than whites: blacks felt they needed money 7 percent more often

than whites, and felt they couldn't afford further education 7 percent

more often. Considering the limited financial resources of black stu-

dents and their families, as reported in The Graduate, these differences

are understandable. Blacks cited motivational reasons for not continuing

on much less often than whites: 16 percent less often on the feeling they

simply did not want to, and 19 percent less often on being tired of being

a student. In short, blacks and whites give much the same reasons for not

continuing their education. It appears that blacks are more interested

in continuing their educations, but more often felt they face financial

obstacles.

Plans for Future Study

Nearly everyone in the sample of students who did not attend graduate

or professional school had plans to do so eventually. As shown in Table 2.2,

less than one in ten said they had no plans for further study. Some 38.3

percent said they would "possibly" attend graduate or professional school at

a later time, and nearly half (49.1 percent), said they would "definitely"

attend later. Most said they would work for a few years before attempting

to continue their educations.
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The plans of men and women for future study were approximately the

same. However, somewhat more women than men were unsure when they

would continue their educations, although they definitely intended to do so

(17.0 to 11.9 percent). The aspirations of blacks were higher than the

aspirations of whites. About seven in ten blacks (71.0 percent) said

they definitely intended to continue their educations, in contrast to less

than five in ten whites (47.3 percent). Since blacks attended graduate

or professional school as often as the whites in this sample, it is

plausible to predict that a larger share of the black college seniors will

eventually attend graduate or professional school than will white college

seniors.

Financial Obstacles

The people in the follow-up sample who had not continued their

educations were asked "If you are not now attending a graduate or pro-

fessional school because of insufficient funds, how much would you need

to attend?" 'The estimates of those who responded to this item are also

shown in Table 2.2. The amount needed would not be trivial for most

of the students who responded. Over two-thirds estimated they would need

more than 1,500 dollars to be able to go to graduate or professional

school and nearly half estimated they would need more than 2,000 dollars.

These estimates are probably fairly realistic, since even public insti-

tutions require fees, books, transportation, etc. The estimates of men

were somewhat higher than the estimates of women, and the estimates of

whites were somewhat higher than the estimates of blacks.

The students who had not continued their education in the year after

they graduated from.college were often tired of the academic system, and
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often felt that further education had no practical bearing on the

careers they had planned. Some of the graduates seemed to be saying

that they would have gone on if it were not for financial obstacles.

Whatever their current attitudes about further education, nearly all

of the graduates planned to continue their educations eventually.

It appears that college graduates still have a strong belief in the power

of advanced education to enhance their careers, incomes, and lives.
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Part Two: Getting In

Chapter 3 --

Students' Descriptions of How they Decided to Go to Graduate or

Professional School, How They Financed Their Educations

and Their Reactions to the Tests They Took When They Applied

In' this part of the report we describe students' ratings of the help-

fulness of various sources of information in choosing a graduate or pro-

fessional school. Then we examine the way students finance their educations,

and their present indebtedness. Finally, we examine the attitudes of stu-

dents toward the fairness and accuracy of the tests they had taken when

they applied to graduate or professional school.

How did graduate and professional school students make their decisions

about which school to attend, and what did they regard as helpful sources

of information in making their choices? Table 3.1 shows the students'

ratings of the helpfulness of eleven sources. Looking back on their

decisions, they regarded advice from friends and relatives as the most

helpful source, followed by directories or guides to graduate study,

advice from departments the student applied to and advice from a counselor

at the undergraduate college. It is striking that a much larger percent-

age of the students considered the latter three as helpful sources of

information when choosing a graduate or professional school than had

considered the same sources to be important in making up their minds

about plans for after graduation as seniors. It is also striking that

students much less frequently regarded parents as helpful when

choosing a school than they thought they were when planning for

the future as seniors (36 vs. 50 percent), and that friends

and relatives were considered more helpful than parents.
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Table 3.1

Helpfulness of Eleven Sources of Information in Choosing a Graduate
or Professioual School

ource
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Directories or guides to graduate
or professional study 40 50 47 56 42 45 48 48 48

Publications of national test programs
such as GRE, LSAT, MCAT, etc. 5 8 4 8 3 18 26 8 10

Advice from a counselor at your college 49 49 50 52 41 35 50 41 45

Advice from the university department
or schools you applied to 51 58 56 49 47 30 44 48 47

Advice from friends or relatives 52 47 41 50 53 70 69 60 56

Advice from parents 31 24 22 22 37 48 49 41 36

Advice from a graduate or professional
school admissions office. 19 18 17 22 28 27 37 33 27

Advice from a preprofessional advisor 16 22 14 16 23 19 41 21 21

Aivice from a professional in the
field (not a college professor) 22 25 19 19 40 43 51 43 35

Visit from someone recruiting
for a school 2 1 5 3 4 18 9 12 8

Visits to campuses 31 39 35 28 26 32 64 37 37

Note: Figures show percent of each group indicating each source was helpful or
very helpful. Options were "not helpful," "helpful," and "very helpful."
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Test program publications, visits from recruiters from schools, and advice

frcm preprofessionals were not major factors in either choice. In some

cases, students may have considered test program public -'lions to be

guides or directories.

The pattern of influence v-,-ied from field to field. The advice

of counselors at the students' undergraduate college and advice from the

school they applied to was helpful to all the students in graduate fields

but advice from friends and relatives was relatively more helpful to

students of the arts and humanities and social sciences. Directories

or guides were relatively less helpful to students of arts and humanities

than to other graduate students. Education students found the advice of

friends, relatives, departments to which they applied, and information

from directories most helpful. Law students presented a unique profile.

They considered the advice of their parents as well as friends and relatives

as helpful, and they found advice of a practicing lawyer helpful. Of all

groups of students they found the advice of college counselors and schools

to which they applied least helpful. Such a finding suggests that law schools

might wish to take steps to provide more information to prospective stu-

dents and pre-law advisors. Medical students also present an unusual

pattern. Like the law students, medical students thought the advice

their parents, friends, and relatives gave them was helpful. In contrast

to all other groups a majority of the medical students felt that visits

to campuses were helpful, and a sizable minority felt that advice from

a graduate or professional school admissions office and advice from a

preprofessional advisor were helpful. They also found guides and direc-

tories more helpful than did any other groups.
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Graduate and professional school students were also asked for their

ratings of the adequacy of their institutions in several areas including

admissions and help in adjusting to the department or sc of (see Table 7.1

in Chapter 7). Most students in every field found these aspects of

admissions to be adequate, but only about a quarter of all graduate and

professional school students found them "very good." Students in all the

fields were about equally satisfied with the speed of reply about their

departments' decision and the information provided for applicants. When

it came to flexibility of course requirements for admissions however, law

students were by far the most satisfied, with some 45 percent describing

the flexibility of requirements as "very good." Thus, in gent. al, the

students were satisfied with the admissions procedures of their depart-

ments, but they were not enthusiastic.

A somewhat different picture emerges when students reacted to the

assistance their departments or school had provided them in adjusting

to their new settings. Few students appeared to be satisfied with their

departments' help in finding housing, assistantships, employment for

students, or employment for their spouses. Students were only moderately

satisfied with their departments' aid in finding financial aid for stu-

dents. However, results differed by field. Students in biological and

physical science were fairly well satisfied while the students of the

professions were much less frequently satisfied with the help in finding

assistantships. Professional school students most frequently did not

answer the question regarding assistantships presumably because research

assistantships in these fields were .are. Satisfaction with departmental
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help in obtaining financial aid was greatest in the biological and physical

sciences and medicine, and lowest in law and education.

Putting thi- information together, it suggests that most students

felt that the admissions procedure was generally quick and satisfactory,

but that their departments and schools were of little help in meeting

their nonacademic needs. However, in fairness to the schools, some stu-

dents may not expect much help from their institutions.

Financial Status of Students in Advanced Study

The overall results about students' borrowing are easy to summarize.

The majority of students had borrowed nothing, owed nothing, and thought

they would need to borrow nothing to complete their educations. Only

22 percent had borrowed as much as $1,000. Law students had borrowed

this much more frequently (33 percent), as had medical students (41 per-

cent). Students in biological science (11 percent) and physcial science

and engineering (9 percent) had least frequently borrowed $1,000 or more.

Interestingly, students in the various fields were in debt to about

the same extent. Perhaps students' nonacademic debts tended to even out

their total indebtedness.

The law and medical students expected to borrow much more than stu-

dents in other fields: some 41 percent of the law students expected to

have to borrow $1,000 or more and 25 percent expected to borrow $3,000 or

more; 55 pt.rcent of the medical students expected to borrow $1,000 or more,

and 46 percent expected to borrow $3,000 or more. The other fields, par-

ticularly biological and physical sciences, expected to borrow much less.
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Table 3.2

Financial Status of Graduate and Professional School Students

inancial Status

Croup
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Amount borrowed for education
Nothing 65 76 80 66 64 55 46 62 64
Less than $1,000 7 8 7 10 7 7 9 8 8
$1,000 to $1,999 12 10 5 9 13 23 19 12 13
$2,000 to $2,999 4 1 2 4 3 7 11 6 5
$3,000 or more 3 0 2 4 2 3 11 5 4

Amount in debt
Nothing 48 53 55 50 51 57 59 53 54
Less than $1,000 8 11 12 10 10 7 7 7 9
$1,000 to $1,999 12 12 13 13 11 11 9 10 11
$2,000 to $2,999 10 8 6 6 8 8 7 9 8
$3,000 or more 12 8 9 15 9 9 12 13 11

Amount would have to borrow to
complete education

Nothing
.

. 61 74 82 58 69 48 37 63 61
Less than $1,000 5 9 6 8 9 3 1 7 6
$1,000 to $1,999 5 5 2 7 4 7 4 8 5
$2,000 to $2,999 5 3 1 8 2 9 5 5 5
$3,000 or more 9 3 1 9 2 25 46 9 13

Sources of support*
Parental or family aid 56 44 39 51 48 73 79 58 56
Spouse's employment 19 22 23 24 26 22 20 21 22
Scholarship or fellowship from your
graduate or professional school 29 31 27 30 17 18 32 25 25

Scholarship or fellowship, from outside
the university 13 18 19 17 10 7 16 15 14

Loan from a bank or similar source 16 8 8 19 . 15 30 28 21 19
Loan from the school of your choice 9 3 3 8 7 15 29 12 11
Research assistantship or equivalent 4 25 27 15 5 2 7 10 12
Teaching assistantship or equivalent 31 37 37 20 13 1 2 8 16
Other university employment 10 8 5 10 12 7 7 12 9
Employment outside the university 32 18 20 27 48 40 25 40 33
Personal savings 48 39 43 48 51 60 59 54 51
Veteran's benefits 4 3 3 7 5 5 1 6 5

*Notel Figures show the percentage of each group indicate source was a minor source or
major source of support.
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Much of the difference among fields is due to the differences in

sources of student support. Students in the biological sciences and

physical sciences and engineering most often counted research and teach-

ing assistantships among their sources of support. Students in arts

and humanities and social science also fairly often counted teaching

assistantships among their sources. Law and medical students seldom

considered assistantships important. The graduate fields reported more

reliance on scholarships or fellowships from their institutions than did

other fields, except for medicine. Students in law and medicine con-

sequently turned more often than other students to their parents for

assistance or to their personal savings, or obtained loans from banks

or their institutions. The high costs of medical school*seem to have re-

quired medical students to use a greater variety of sources of support.

The differences in students' sources of support are clearly related

to the characteristics of the fields. For example, law students spend

so much time on their studies that they have little time for work. Law

students are thus required to rely primarily on their parents or personal

savings although 47 percent report working. There is more money for

research projects in biological and physical science, so there are more

research assistantships in those fields. The differences in support also

have their own effects. For example, law and medical students often

finish their educations in debt for thousands of dollars. Research

assistants are able to work with their professors, and have greater

access to them than other students. We will see some of the reasons

for the differences in the finances of students in later chapters,

as well as some of their consequences.



-53-

Graduate and Professional School Students' Attitudes

Towards Admissions Tests for Advanced Study

Some of the most critical hurdles facing the applicants to graduate

and professional schools are the admissions tests they are required to

take. Students and others criticize the tests, while admissions commit-

tees defend them. In the discussion about tests there is a good deal

of evidence that they do in fact predict grades in graduate or profes-

sional school with moderate success. In contrast, it is striking that

there has been so little study of what the candidates themselves think

of the tests. More generally, except for the Russell Sage studies (Brim,

et al., 1969; Goslin, 1963, 1967) there have been few studies of people's

general reaction to tests.

We therefore sought information about graduate and professional

school students' feelings about the admissions tests they had taken.

The relation of these attitudes with field, academic success, and ethnic

group status, and self-esteem were also examined. It was hoped that the

results might be useful to admissions groups and test makers.

Overall, the results of analysis of the follow-up sample indicated

that test takers tended to feel that the graduate or professional admission

test they had taken did not accurately assess their abilities (only 45 per-

cent thought it had) although they feet the tests assessed abilities that

are relevant to success in the field (57 percent) and were fairly compre-

hensive in their coverage (64 percent). They did not feel that the tests

were inferior to written essay -type exams (only 39 percent felt essay tests



were better). They felt that the test was primarily an obstacle to

admissions rather than a help to the candidate (55 percent). Perhaps

partly because of these attitudes many tended to feel the test made them

nervous while they were taking it (50 percent). Finally, they felt that

the content of the tests were oriented toward white, middle-class culture

(61 percent) but were net biased against blacks and other minorities

(56 percent felt it was not).

When the results were analyzed by fields, they revealed some large

differences. Only 35 percent of the arts and humanities students who

took the GRE felt that the test accurately assessed their abilities in

contrast to 58 percent of the law students who took the LSAT; 58 percent

of the social science students felt the tests did not allow enough time

to adequately assess their abilities in contrast to 41 percent of the

medical students- Only 52 percent of the arts and humanities students

felt that the GRE assessed abilities relevant to success in their field

and only 56 percent felt it was comprehensive in contrast to 74 percent

of the law students who felt the LSAT assessed relevant abilities and

75 percent of the biological science students who felt that the GRE was

comprehensive in its coverage. Half of the arts and humanities students

regarded the GRE as inferior to an essay examination; only 26 percent

of the students in the physical sciences and engineering thought GO.

The physical scientists also considered the test to be primarily an

obstacle to admission less often than students in other fields (48 per-

cent); social science students (63 percent) and education students

(66 percent) thought so more often than other students. Social science
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students and law students were most likely to report feeling nervous

while taking the test (57 and 58 percent respectively); arts and humani-

ties students (39 percent) and physical science and engineering students

(42 percent) were least often nervous. The biological science students

were the least likely to feel thar: the tests were oriented toward white,

middle-class culture (48 percent), social science students the most likely

(75 percent). The physical science students were the least likely to feel

that the GRE was biased against blacks (26 percent); social science stu-

dents were the most likely to believe the GRE was biased (60 percent).

The data from the augumented sample was analyzed by student-designated

ethnic group: black, oriental, and white. Overall, the 128 blacks were

clearly the most critical of the tests and the 87 orientals, the most

favorzble. There were 2036 whites, 87 orientals, and 128 blacks: The

largest differences were on four items, two of which dealt with bias.

The four items, followed by the percentages of the blacks, orientals, and

the ,bites, respectively, who agree with the item were as follows:

"Content is oriented toward white, middle-class culture" (96, 58, 67);

"Content is biased against blacks and other minorities" (87, 41, 50);

"Accurately assessed my abilities" (24, 56, 51); and "Is primarily an

obstacle to admission rather than a help to the candidate" (80, 48, 55).

Perhaps the best way to summarize these results is that the oriental

students were the least negative toward the tests, the blacks considered

the tests as biased obstacles to admission and the whites were in the

middle, although many of them were critical of the tests.
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Table 3.3

Tests Graduate and Professional School Students

Have Taken and Their Attitudes Toward Them

!st Taken for Admission

Group
,-1
cl
cd 00 1-1 r-i

P4 = CI CZ
ti) 43 ,-4 =, U 4-. 0 0..0 0" 0 0 0 +-4

Cl is. Cl ct 0) .- -4 0
U c.) u .i 4..) ,-1 0 .-1 MC = V. 0 ct1 0 U 0 $.4 0) .-1
CU 1:i Co 0 Cl; 0 cd 0 *1'4 0 14 t4- CO

.,-1 cr: .-1 0 ....4 .0 0 3 .c -0 .0 .0 0 4..)

uVI t:: ttrj.' L. CU Cl 73 , 1.1]Cl 'u c,) 8 t 0
i -.

GRE 61 70 64 79 50 2 4 33 41LSAT el 0 0 <I. 0 95 0 <1 12MCAT 0 6 0 0 <1 <1 94 1 12
ATGSB 0 0 <1 <1 <1 1 0 29 8
Miller's Analogy 4 1 <1 4 11 0 <1 2 3
None of the above 33 22 34 15 37 1 2 33 24

:titudes Toward Tests*

Tests abilities that are relevant to
success in the field 52 57 63 54 40 74 58 52 57

Content is oriented toward white,
middle-class culture 59 44 48 75 72 63 61 60 61

Content is biased against blacks
and other minorities 39 29 26 60 47 44 43 40 41

Was fairly comprehensive in its
coverage 56 75 69 58 GI 69 64 66 64

Accurately assessed my abilities 35 48 52 39 35 58 49 48 45
Is primarily an obstacle to admission
rather than a help to the candidate '48 51 48 63 66 60 53 55 55

Didn't allow enough time to adequately
test one's capability 45 36 46 58 53 51 41 49 49

Is not as good a test as a written
essay-type exam 50 49 26 48 50 40 32 40 39

Made me nervous while I was taking it 39 51 42 57 56 58 50 49 50

*Note: "Agree" figures are calculated on the basis of the number of students
who had taken an admissions test.
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Students' opinions about tests were generally unrelated to their

opinions about other areas of graduate or professional school. No

correlation between opinions about the tests and opinions about other

aspects of advanced education was as high as .25. However, the pat-

tern of the correlations suggested that those who felt the tests were

biased were slightly less satisfied with their choice of graduate or

professional school, and, generally, that those who were critical of

tests were slightly less satisfied with their graduate or professional

school experiences. These were only slight tendencies, however.

Attitude toward tests were virtually unrelated to students under-

graduate or graduate grades. They were also generally unrelated to

students' admissions test scores (no correlation between any test

and any opinion about tests was as high as .15). Opinions about tests

seem to he independent of students' test scores or academic performance.

It appears that students criticisms of tests cannot be dismissed as

the carping of low scorers or explained as part of the behavior of the

chronically captious.

No other questions in the survey elicited as much student comment

a: the qu,iions on attitudes towards tests. The comments were nearly

all critical, to one degree or another. At best, the tests were seen

as a necessary evil; at worst, tests were seen as the direct cause of

all personal and social problems. In the following pages we attempt to

summarize the main themes in these comments. In some cases, the comments

are followed by a description of evidence that, to be fair to the tests,

should be presented.

Perhaps the most pleasant criticism came from those who had done

much better than their test scores might indicate.
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I do not believe the LSAT is a valid testing
instrument to determine ability to comprehend the
study of law. In my own instance I received a 46:
on the LSAT but at the present I rank 2nd of 140
in my class! I rest my case!

Other students were extremely negative toward tests or ETS, for

one reason or another.

The GRE is a pile of

*

The MCAT was the stupidest standardized test
I've ever seen, except, perhaps the science section.
The math was vilianlous, easier than SAT's. The $20
fee was ABSOLUTELY OUTRAGEOUS FOR THIS PIECE OF
GARBAGE.

* *

When the revolution comes, ETS will be the
first to go and rightly so!

*

I resent being tyrannized by you bastar 3 at ETS.

Most criticism was much milder and well considered. Some of the

most thoughtful criticism concerned the content and coverage of the

test, two areas in which the testing organizations place a great deal

of effort.

Re the GRE: The test provides a fairly
accurate assessment of some abilities relevant
to success in graduate study, viz. reading speed
and comprehension, some vocabulary, simple
algebraic manipulations, interpretation of
graphs and charts. However, (1) since I have found
that the quantity of material which must be studied
in most graduate courses is not great, I feel that
both sections of the exam are too speeded. (Of course,
portions of the math section in particular are so simple
that they must be speeded in order to produce much
variation in the scores.) And (2) the math section
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is not comprehensive in coverage. Nothing is
required in the way of the production, or at
least the understanding, of mathematical or
logical proofs. The production or understanding
of logical sequences of thought is usually
necessary in the writing or reading of research papers.

(Of course, the GRE mathematics test does attempt to assess the under-

standing of the logic of math, and most students do not find the test at all

simple.)
*

I do not believe the MCAT is accurate as a
gauge for skills necessary to complete medical
school. This belief is based on the fact that
the MCAT tests specific facts. I cannot believe
that the specific facts which it tests for are
necessary for success as a physician.

Furthermore some students haven't taken
courses in the field from which many of the
specific facts were drawn, and others, while
they did have courses in the appropriate field,
did not have the specific facts (tested for by
the MCAT) either presented to them or emphasized
to them.

What would be at least a little more
valuable is to test the student in his specific
major area. In that way the med school could
judge somewhat the students ability to learn,
rather than whether or not he has beer presented
with certain specific facts.

Finally it should be noted that lumping
3 sciences together in one tent does not serve the
purpose of testing a science major about his
particular field: a student with a major in
chemistry has not necessarily had much biology at
all. Hence a single test which includes a mish-
mash biology and chemistry cannot adequately
determine the chemistry major's ability to learn
the chemistry material which was presented to him
in his undergraduate courses.

(The idea behind the MCAT science score is that it assesses broad

understanding of the areas of science needed in medical school. The MCAT

attempts to use the testing time available to assess a variety of

fundamental skills rather than achievement in specific subject areas.)
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In addition to comments about the inadequacies students felt,

they saw in the tests specific coverage of academic areas, many

students commented about the important abilities the tests did not

cover. The most commonly mentioned unassessed ability was creativity.

If there is any way a test can measure
creativity, you ought to modify LSAT so it
will fill that function. There are too many
real estate agent and tax accountant types
in law school.

* *

I have suffered through both under-
graduate and graduate school requirements to
take both the so-called aptitude tests developed
by ETS. I feel emphatically, that aside from
the absurdity of having pay for taking such
a test, it tests one and only one type of
intellectualy ability: the "obsessive compulsive"
and overly intellectualism and cerebral ability.
This test does not in any way account for a
persons level of creativity and imagination;
rather by virtue of the type of intellectual
skills it calls into play, it discriminates
against the above mentioned skills. Your test
is an outgrowth of white, middle-class society
and I 9m hopeful that the current policy that
many universities have in disregarding a person's
scores or even better not requiring them for
admission, will continue in a much more massive,
widespread and dramatic way.

(There is no evidence that the aptitude tests discriminate against the

creative person. They are merely testing something different.)

Another frequently mentioned "missing ability" was academic motivation.

Although entrance tests for graduate school
may give a reasonable assessment of a student's
ability range they do not attempt to ellicit any
information regarding the prospective student's
mental attitude towards graduate study. Although
I don't know how to incorporate a reliable measure-
ment of motivation into entrance exams, I do feel
that student motivation is of prime importance in
successfully pursuing a course of graduate study.
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Another frequently mentioned quality that was often mentioned by

students was skill in interpersonal relations.

I already feel that the entire LSAT and College
Board testing scheme and analysis technique dis-
criminates patently against reward of interpersonal
abilities and uses a sterile, objectified, mass-
produced standard which denies evaluation of people
and promotes testmanship. Is this kind of ability
which provides leadership, innovation and concern
for other people?

Too much emphasis is placed on the standard law
school exam. This exam is generally the only deter-
mination and measure of one's ability in law school.
The standard exam doesn't measure such essential
legal skills as oral ability, negotiation skills, how
one works when not under the pressure of a time limit,
and abilities to work with people.

A few students did give the tests credit for their capacity to

assess analytic ability.

The teaching that is done in most undergrad
schools requires great ability to memorize facts.
The Miller's and the GRE requires great conceptual
abilities, much judgmental skill, ability to analysis facts
(considerable amount required) and some basic
memory of what subject matter recall is needed for
these tasks. I am saying that yardsticks are being
applied, the specifics for which were never formally
taught in school. This is, of course, an attack on U.S.
Education and its refusal to teach students the
thinking skills required for grad work and jobs in
industry.

Some students took on the tests on technical grounds.

The GRE could serve a vital job in the
problematic process of graduate student selection.
The evidence (well known to GRE) is that in the
past the test has been a poor predictor of graduate
student performance, but since no test is a better
predictor my only comment is to try suggest a more
diverse exam--one that could rate practical knowledge,
practical ability.
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I don't see how the GRE can be improved by
worrying about possible bias against minority
groups. No university is doing any minority
individual a favor by admitting him in spite
of marginal qualifications, for if that individual
is handicapped by his experience in getting admitted
to grad school, he will be handicapped for the same
reason in the profession he is trying to succeed in

Any test that is a good predictor of grad
school performance would be a boon. As it is, the
GRE may be deleterious, for if GRE scores are poor
predictors, slightly better predictors should be
considered in lied of GRE results in considerir,,
grad school applicants.

(Gf course the GRE is constantly revised to ma;te it as good a

predictor as possible. The evidence, summarized by Lannholm, suggests

that the GRE is usually a useful predictor of graduate school grades.

There is also no evidence that tests of "practical ability" are better

predictors.)

Some students pointed to the importe.ice of background.

Ridiculous to suggest that the test was a help
to the student; unless you mean in his competition
against other students, in which case it can be
decisive.

Most of the test was pretty neutral culturally,
although it is easy to see how some people would
have a hard time with the word meanings, for example,
due to their background. I found that the tests,
especially the field test in Economics, was biased
for U. S. students as opposed to foreign students.

Still, this is a better test than written one
would be.

Finally, many students expressed their concern that tests, testing,

and testing organizations have much too much power in our society.

We are living in a test society. I think it
is unfortuate that we must rely so heavily on
tests. It would be a pleasant change to be admitted
into something, besides prison, without first having
to take an 8 hr. test that bores you, fatigues you,
and really doesn't test anything but your endurance.

*
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I strongly object to the tremendous influence and
power that ETS exerts over the educational and pro-
fessional futures of literally millions of students.
While I reragnize that increased college and profes-
sional school enrollment has created a need for the
efficient administration of applicants, still I pro-
test the unbridled and unchecked power that ETS has
in their process. What guarantees are there that ETS
tests and surveys are validly derived?

In my opinion ETS is a monopoly of the worst kind.
It should be made to answer, either by an outside
monitoring agency or by other competitors in its field,
as to the utility and veracity of the services and
information it supplies.

*

My real feelings on the LSAT are that it measures
speed rather than competence or ability. Of course,
my bias comes from having never done well on
standardized tests, and perhaps no test can measure
determination, desire, or perserverance. But, I detest
any educational admissions system which in attempting
to measure potential actually thwarts and inhibits
achievement by stifling ambitions and opportunities on
the basis of a four or eight hour test. The perceptive
test-taker may or may not be the best lawyer, but he
will soon be the only type individual admitted to law
schools.

My point is that a process whereby students are
culled before they have had a chance to prove themselves
cannot satisfactorily serve the needs or goals of educa-
tion in a democratic society. The reason is that an
aristocracy of test- takers does not approximate an
aristocracy of merit or ability, and so long as
standardized tests play a decisive role in admissions
policies, equal educational opportunity for all will re-
main a myth. Of course, even the most democratic of
systems could not avoid frustrated ambitions, but it
would not set artificial barriers such as minimum LSAT
scores in the path of individual achievement.

It seems apparent that students have serious doubts about the validity

and functions of tests for admission to advanced study. Although the

students quoted are a minority of the test takers, they illustrate the

fact that many are skeptical about the representativeness of tests' con-

tent. Many question their alidity or relation to the real work of the

field. Many do not believe they are necessary. Although many of the
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students' concerns are also important to the testing program them-

selves, the students did not seem to appreciate the pains which

the programs have taken to make their tests fair, valid, and helpful.

These students were successful in entering graduate or pro-

fessional school. The tests had not been barriers to them, and they

still were quite critical of the tests. The students who had taken

the tests but had not entered advanced study would probably have

been even more critical of the tests. Even the students who took

the tests were successful with tests throughout their years

of education. They had passed test after test and had not suffered.

They had only been rewarded by tests, yet they were critical. It

seems plausible to think that their criticisms are only the tip of an

iceberg of criticism of tests which could be found among college and

high school students.

Perhaps test constructors should try to better explain the

construction and use of their tests. Perhaps admissions committees

could give students their rationales for requiring the tests. It

is possible that students might feel less critical toward the

tests if these things were done. However, many students may still

have the feeling, based on their own experiences, that admissions

tests are measuring something that is only one of the many factors

in success in their field, and a rather small factor at that.

Their feelings are consistent with a mass of evidence that

indicates that academic ability has little relation to high level

accomplishment and creativity (e.g., Hoyt, 1965; Baird, 1969;

Dellas and Gaier, 1970). A certain level of academic ability may

be a necessary but by no means sufficient condition for success in

advanced education and the careers to which it leads.
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Part Three: The Env5ronment

In this part, we first describe students' current work, marital

and academic status. Then we report students' plans for careers after

they complete their educations. Then we consider students' views of

the attributes required in their fields. We next consider how stu-

dents cope with the strictly academic demands they face by examining

their study techniques. This is followed by an account of students'

descriptions of their school's administrative, peer, academic, and

social environments. Finally, we report students' descriptions of the

characteristics and behavior of their professors.
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Chapter 4 -- Students' Personal Activities and Plans, Views of

Abilities Needed in Their Fields, and Studying Practices

Many life circumstances can affect the educational clreers of

students. Able students may withdraw or curtail their programs

because of other obligations or opportunities. As shown in Table 4.1

one of these obligations- -the role as a marriage partner--was shared

by about a third of the students in graduate or professional school.

In law and medicine this proportion falls to about a quarter of the

students; in education it is a little higher. Of course, as the stu-

dents grow older, the proportion will grow larger.

Most (84 percent) of the students were attending school full

time, and most were carrying seven or more units of credit. The

exceptions here are law and medicine in which the nearly universal

pattern is to attend full -.ime and carry thirteen or more units, and

education, in which 45 percent were attending part time and 38 percent

were carrying six or fewer units. These differences are consistent

with the curricular demands of law and medical school, and the fact

that many education students are also full time workers.

The pattern in the graduate fields seemed to be some part time work,

typically for 20 hours a week or less. Most law and medical students

were not working. Only in education did a sizable percentage work.

The majority of the education students who worked were working

outside the university. Students in the biological sciences, physical

sciences and engineering wor!.ed within the university, typically as

research or teaching assistants. In fact, the majority of the students

in those, fields he314.1 assistantships. Students in the other graduate
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fields held a variety of kinds of jobs, with 29 percent of arts and

humanities students holding assistantships and 39 percent of the

social science students holding assistantships. Few students in law

or medicine held assistantships.

Grades. The grading patterns across fields revealed some striking

differences in the approach used in each type of school. In the

graduate fields and edication about three-quarters of the students had

grades of B+ or higher; very few students had grades of C+ or lower,

and few received pass/fail grades. In law, only 22 percent had grades

of B+ or higher, and 46 percent had grades of C+ or lower. In

medicine, 60 percent indicated that their school used a pass/fail

system. Some 60 percent OE the students of the other professional

fields had grades of B+ or higher.

The students who enter graduate and professional school are ge,erally

bright and had good undergraduate grades. About two-thirds to three-

luarters had undergraduate grades in their major f 12.: or higher. The

students in graduate fields, then, received about the same grades as

gradw.tes as they did as undergraduates; their advanced academic experi-

ence did not come as a shock. Most students in medicine encounter a new

kind of grading, pass/fail, which may or may not be distressing. Law

students, in contrast, received considerably lower grades as law students

than as undergradates; 67 percent had grades of B+ or higher in their

undergraduate majors, and only 22 percent had grades of C+ or lower

in their undergraduate majors, but 46 percent had such grades a.4 law

students. Some -of t:v. possible effects of the lower grades on law stu-

dents can be seen in the section of self-ratings in Chapter 8.
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Current Status of Graduate and Professional School Students
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tttending school full-time 80 86 86 86 54 95 98 84 84

kttending school part-time 19 13 14 13 45 4 1 15 15

;arrying 1 to 6 units 18 12 14 15 38 1 1 17 15

;arrying 7 to 12 units 52 61 55 58 36 10 6 32 36

:arrying 13 or more units 26 22 29 25 23 88 85 48 46

Jot working 37 30 27 38 24 69 83 40 43

Working part-time 47 51 58 46 33 24 16 42 40

Working full-time 15 18 14 14 42 6 2 17 16
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Working 11 to 20 hours a week 22 34 37 25 17 14 6 19 21

Working 21 or more hours a week 23 22 20 21 52 9 2 26 22

Working as research assistant 3 24 23 13 3 2 4 8 10

Working as teaching assistant 26 32 33 16 10 1 1 7 14

Working for university in other job 5 3 4 7 9 5 5 10 6

Working outside university in job
related to studies 14 6 10 12 43 9 3 22 16

Working outside university in job
unrelated to studies
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D+ or lower (below 2.00) 0 0 0 ) 0 3 0 1 1

C (2.00 - 2.49) 1 1 1 1 1 17 3 2 3

C+ (2.50 - 2.99) 3 2 4 3 2 26 7 6 7
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A to A+ (3.50 - 3.99) 39 32 34 37 32 8 7 26 26

A11 A's (4.00) 13 19 16 13 13 1 3 7 9

School uses a pass/fail system 4 3 1 2 2 2 60 5 10
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Career Plans

As shown in Table 4.2, law and medical school students had very

clear ideas about when they would obtain their degrees. Students in

other fields had a much greater variety of expectations.

The career occupations expected by the students varied in a logi-

cal way with their fields. Nearly two-thirds of the students in

education expected to be teaching in an elementary or secondary school.

Some 60 percent of the medical school students expected to be in self-

employed professional practice with partners, another 16 percent

expected to be practicing alone. Some 32 percent of the law students

expected to be in self-employed professional practice with partners,

and another 47 percent expect to be employed as professionals by

others. Claduate students in the biological sciences were the most

oriented toward research, with 64 percent planning some career in

research, the majority at a university in conjunction with teaching.

Students in the physical sciences and engineering were also interested

in research, with 47 percent planning research careers, approximately

split between university and industrial research; another 25 percent

planned to be employed professionals. Students in the arts and human-

ities were the most interested in teaching as a career; 69 percent

planned to teach, either in schools, junior colleges or universities,

and another 8 percent planned to teach and do research at a university.

Students of the social sciences planned a wide variety of careers; 28

percent planned to be involved solely with teaching, 32 percent planned

to be involved in research (the majority also as university teachers),

21 percent planned careers as practicing professionals, either self-

employed or employed by others, and 11 percent planned to serve as
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Table 4.2

Educational and Career Plans of Graduate and Professional School Students
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1974 12 6 10 8 10 84 12 11 19
1975 14 24 21 31 5 8 78 15 23
1976 or later 19 29 12 17 12 3 0 6 10
Don't know 16 9 8 13 17 1 1 6 8

Expected occupation after
completion of education

Teaching in elementary or
secondary school 20 3 2 5 65 0 0 2 11

Teaching in junior college 11 5 4 6 5 1 0 2 3

Teaching in college or university 38 8 7 17 5 1 1 5 8
University research and teaching 8 48. 20 26 1 1 6 4 10
Research with non-profit organization
or institute 1 10 5 6 1 1 1 1 2
Research in industry 0 6 22 0 1 0 0 2 4
Self-employed professional practice
alone 2 1 0 1 0 5 16 5 4
Self-employed professional
practice with partner(s) 1 4 1 3 1 32 60 7 13

Employed professional practice 6 0 25 17 5 47 12 30 22
Self-employed, business 0 1 1 1 1 1 1 2 1

Executive or administrator:
In government 1 0 1 9 1 4 0 4 3
In education 1 1 0 1 11 1 0 1 2

In private industry
i

1 0 2 1 1 2 0 20 i

Manual labor, factory work 1 2 1 0 0 1 0 1 1
Military service 1 0 5 1 1 2 d_ 2 3 2
Clerical or sales work 0 7 0 1 0 0 0 1 1

Other 7 3 3 4 4 2 2 10 5
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executi\v- or administrators, especially in the government. Stu-

dents of tue other professions most often planned careers as employed

professionals (30 percent), executives or administratars in private

industry (20 percent), and self-employed professionals (14 percent).

Required Attributes for Success in the Study of the Field.

The requirements for complete success in the fields vary, but many

of the requirements are the same. All the fields require a consistent

level of concentrated intellectual attention to the subject matter.

The specific requirements may thange from field to field, but the need

for a conscientious concern with detail and high level work stay the

same. The students seem to hold this view. As shown in Table 4.3,

the three capabilities considered "very important" for success in their

field by a majority of the sample were self-discipline and determination,

regular study habits, and memory skill. Regular study habits and

memory skill were considered particularly importar by students in law

and medicine.

Writing skill was considered important by lf the students; it

seemed especially important to students of the arts and humanities,

social sciences, and law. It is something o) an indictment of our

graduate and professional education systcp that only 40 percent of the

total sample considered creativity to be very important to success in

their fields. In fact, creativity is considered very important to

success a majority of students only in the arts and humanities

(64 percent), biological sciences (54 percent) aid education (52 percent).

Creativity was considered less important in other fields, especially in

law (26 percent) and medicine (14 percent).
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Knowledge of particular subjects was generally not considered

important except in the fields in which they were obviously relevant.

Thus, knowledge of mathematics was considered very important by a

majority only in physical sciences and engineering; knowledge of the

humanities oul in humanities, knowledge of the social sciences only

in social science, and knowledge of a foreign language only in arts

and humanities. Knowledge of physical science was considered very

important in both the physical sciences and engineering and medicine.

Knowledge of biological science was believed important in both the

biological sciences and medicine.

Viewed another way, most fields seemed to require mastery of

a specific area of knowledge, except for education, law, and other

professions.

Studying

The academic demands of graduate and professional schools are

considerable. Sustained high level effort is required in most schools.

To cope with these demands students use a variety of study methods,

some of which are shown in Table 4.4. The most common methods are

to underline textbooks, to study at least twenty hours a week, and

to participate in classroom discussions. However, students in each

field had their own pattern of study methods. Students in the arts

and humanities did the most common things, but they also outlined

lectures and participated in classroom discussions more than average,

and "crammed" less than average. Graduate students in the physical

sciences and engineering wrote down almost everything their professors

said more often than other students but outlined lectures and underlined

textbooks less often. perhaps; the necessity to follow proofs and to
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Table 4.4

Study Practices of Graduate and Professional School Students

actice

Group
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PA

Cr
4J
0

E-4

Make brief statement of the main
points in each example or case
in the textbooks 20 13 10 17 16 62 13 15 21

Outline lectures 34 28 22 32 36 29 29 33 30
Outline textbooks 15 16 12 19 16 30 12 17 17
Study with a group of other students 3 7 9 5 8 17 6 12 9
Underline textbooks 62 48 37 72 68 85 62 63 62
Study more than twenty hours a week 62 42 51 53 20 76 66 43 51
"Cram" just before a test 28 40 38 41 34 57 46 42 41
Memorize detailed facts from reading 15 13 10 11 13 15 34 15 16
Write down almost everything the

professor says 20 32 38 19 18 23 34 24 26
ksk questions in class 39 31 33 45 42 18 13 34 32
Nsk questions after class or. consult
with instructor 30 30 27 28 25 10 13 21 22

Particinate in classroom discussions 53 41 34 55 48 23 24 43 39
Ise an "outline" book or "Horn book"
that explains specific cases or
examples 1 3 2 2 1 46 6 1 7

Note: Figures show percent of each group indicating they usually use each study
technique. Options were "Seldom do this," "Sometimes do this," and
"Usually do this."
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record data and graphs led to the greater reliance on lectures. Study

in the social sciences seem to depend on interaction in classroom

discussions, and on the number of questions students ask in class.

However, social science students also freqpently underlined their

textbooks. Since the subject matter of the social sciences is so broad,

underlining may be critical. Students in education seemed to work less

than other students, only twenty percent saying they study twenty hours

a week or me e. In contLat.t, three-quarters of the law students said

they usually studied more than twenty hours a week. They were most

likely to say they cram just before tests, underline textbooks, and

outline textbooks, suggesting that law students use all the methods

of individual study tney can think of. They also used two methods

that are mostly confined to law: they make brief statements of each

.xample or case in their textbooks and they used outline books or

"Hornbooks" that explain specific cases or examples. These too are

also individual methods of study. Law students reported they did

not ask questions in class, ask questions after class or participate

in classroom discussions as much as other students. These are probably

due to the size of law school classes and the formality of the law

school system.

Medical schools students, consistent with their stereotype,

studied hard, and were the most likely to say they memorize detailed

facts from reading. They also reported that they asked relatively

few questions in classroom discussions.

We have examined students' current activities, thflir views of what is

needed to be succ.tssiul in their and their adaptation to the academic

stresses of graduate and professional school. In the next section we turn

to students' direct descriptions of their departments and schools.
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Chapter 5 -- The Graduate and Professional School Environment

When students enter graduate and professional school, they enter

a new social system which has its own rules, mores and status

categories (Baird, 1969). Each discipline has its own characteristic

ways of doing things and each :iphasizes different things. .These mores

and emphases create the environments that students will work and live

in during their years of advanced study. Although the environment

has an overall effect on students and can be analyzed in that way, it

is. also useful to consider its individual aspects (Pace and Baird,

1966). The parts of the students' environment include: the admini:-

tration's behavior toward students; the ceer environments created by

other students; the academic environment; and the general atmosphere

of the department or school.

The results for the administrative environment, shown in Table 5.1 appear

inconsistent. About the same percentages (between 62 and 65 percent) felt

that there was poor communication between administrators and students,

and that administrators involved students in governance, and that the

administration is responsive to the needs of the school and students.

Perhaps students do feel that there is poor communication, and feel that

the few students who art; involved in governance do not provide adequate

communication, and that the administration may be benign, but unresponsive

to students. The same explanation r'iy hold for the high percentage (66

percent) that said the administration was receptive to faculty or student

ideas; this item is somewhat ambiguous in combining faculty and students.

Nearly half the students felt that the administration treats students
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There is poor communication between

administtatots and students
The administration treats students
like numbers

Administrators involve stuCnts
in governance

The administration is committed to
social change

No attempt is made to orient new
student:: to the university or
departmental co.tuin!tv

The administration is receptive
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The administration is responsive to
the needs of the school and students
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Students are fricndly
Students are very bright
There are lots of stuaent clique;
Many students have to work to ..cet

experv:es

Students are iniepende.,t thir).ers
Academic cheating 1.4 fairly c

Many students are involved in radical
activity
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Students work very hard at tlelr :tudies
Students actively participate in extra -
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The Acadtric Program. (continued)
Requires much more studying than
undergraduate college

Requires a much dittereL' kind of
studying than undergraduate college

Allows considerable choice in courses
students may take

Primarily teaches skills and practical
training

Provides opportunity for innovative
programs on an individual basis

Illt.clatra124TrY
The university (or school) offers a wide

variety of cultural progams, concerts,
lecturer, etc.

The department prcper an coaveatienal
The depdttment has a liberal eavir meot
The department has an informal
environment
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92 94 93 88 91 96 92 92
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50 47 54 49 68 77 46655 57

72 76 78 80 73 46 7373
84 80 83 76 84 81 81 80
17 19 20 27 13 '12 20 19

24 22 37 29 30 21 22 26

44 55 39 72 49 52 51
b5 89 8 70 96 97 88 87

55 57 52 52 57 60 57 56

5R 55 57 48 54 49 54 53'

39 43 44 43 56 55 50 47

73 80 73 75 92 57 73 73

38 39 41 47 53 37 42 42
40 49 49 56 57 43 49 49
85 84 76 70 79 86 80 80
81 84 84 74 95 93 79 83

77 77 73 57 48 55 63 64

56 67 73 48 93 86 68 71

75 72 81 69 94 81 79 79

6: 68 57 45 54 17 46 50

4 40 42 57 66 49 62 52

67 4:4 62 56 30 40 55 $3

82 814 80 79 65 58 76 76
15 83 71 61 81 77 76 75
54 53 70 55 59 53 53 56

85 84 78 76 63 72 76 75
37 40 39 43 46 54 52 45

44 46 42 43 44 53 53 47

15 20 22 21 27 32 72 22

47 414 59 5O 79 112 61 61
87 89 82 78 R4 84 83 84

Irlgures show vcreulgt of each grove responding that each statement is "aosevhat" or"very" debtliptive of their derrtmrnt or school.
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like numbers, although there are apparently attempts to help new stu-

dents become oriented to the departments. Finally, some 43 percent

thought their department or school was committed to social change.

The administrative environment was different in different schools.

Of all groaps, the graduate students in the arts and humanities seemed

to sense the least responsiveness from their administrators in terms of

their recEptiveness to ideas, their responsiveness to their needs, and

involvement of students in governance. They also did not think their

administrators were committed to social change. Students in physical

science and engineering also did not think their administrators were

committed to social change. They also most oftel reported no departmental'

attempts to help students become oriented to the university or department

community. Students of the social sciences least often reported that

students were involved in governance. Law students felt they had po r

communications with their administratians and that they were treated

with impersonality to the point of feeling like numbers. Medical stu-

dents seemed to sense the best relations with their administrators as

indicated by their interest in students' ideas, their concern for their

needs, their involvement of students in governance, and their ploviF;ion

of orientation programs. The medi,...al students also ':elt their adminis-

trators were cc'mmitteu to social change, which is far from some sLereo-

types of the medical profession. Finally, students of other professions

also felt their administrators were responsive to their ideas and needs,

and least often felt they were treated like numbers.

The peer environment. Studies of educatioril effects have frequently

found that students' values, aspirations, and attitudes are influenccd by
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their fellow students (Newcomb & Wilson, 1966; Wallace, 1965, 1966;

Feldman and Newcomb, J.969).

Perhaps the only complete study of tie stresses and demands on

graduate and professional students and their relations to student peer

groups is reported in Mechanic's book, Students Jnder Stress (1962).

The setting was a graduate department in one of the social sciences at

a big ten school. The stress situation was a &eries of departmental

examinations which would decide whether the students would be advanced

to doctoral candidacy, would receive a terminal masters, or would be

asked to leave. Mechanic was especially interested in two kinds

reaction to stress: active coping mechanisms to meet tl-e task, and

personal defensei against the anxiety which stress creates. He found

that the group of student peers served as a basis for social comparison

in an ambiguous situation. As the degree of stress increased, the

amount of comparison and communication among students increased greatly.

Social comparison sometimes became stressful in itself, and students

would sometimes withdraw from contact with others. Interaction with

the facult; served the same purpose. Students attributed more power

to those they thought most likely to support them in the final decision.

When their situation became ambiguous, students turned to their peer

group for definitions of the task to be mastered. They also relied on

very insubstnntial evidence from peers and faculty to rovide them with

feedback as to how v.:11 they were doing by means of social comparison.

Mechanic did not measure the persow;iity needs of his group of students,

but he found that those who were more central in the communication network

did worse on the examinations. Th .! more central students not only used
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communication for social comparison, i.e., to define adequate performance,

but also used it to satisfy their needs for reassurance zald warm per-

sonal contact. While it is impossible to tell if these ,tharacteristics

were due to a higher anxiety level or lower academic potential, they gain

significance in view of other studies which suggest that tie most suc-

cessful students in advanced study have little need for personal contact

and are emotionally stable (Barron, 1954; Friedenberg, 1954).

In graduate and professional school, the peer group may serve many

functions. It may simply provide the emotional support of friendship,

fulfilling needs of students that are frequently no met in classes or

the laboratory, and, by fulfilling these needs, providing an emotional

basis foi coping with the demands of advanced study. Peer groups may

support and reinforce the academic values of the faculty and the informal

nonacademic values of the profusion, aiding the process of pro-

fessionalization. Of course, in somu cases the peer group will support

values which run counter to those of the faculty, in which case the

group can have a disruptive influence. The peer group can help set

tue level of effort and quality in students' work. In addition they

can serve as a basis for comparison, providing examples and standards

against which the student can evaluate his performance, attitudes. and

characteristics. The peer group can have a poyerful stimulating effect

on students' Intellectual development. The example and comw-ition of

other students can prod students to examine their assumptions, sharpen

their thinking and broaden their knowledge. Some studies. such as the

study of medical students by Becker et al (1960), have indicated that

students in advanced education develop a collective strategy to meet the

academic demands placed upon them. The peer group will probably suggest
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the methods of coping with the demands of advan_led education. We

developed items designed to assess each of these functions of peer

groups in the Survey. The function of providing emotional support

seems well met in all the schools, with an average of 92 percent of

the sample saying students are friendly. However the extent of the

support may be limited, since some 57 percent say there are "lots of

student cliques." The graduate students tended to report somewhat

fewer cliques than average, whereas the law and medical students

reported more cliques than average. The extent of student group sup-

port to the academic activ:tLes outside the cliassroom, such as dis-

cussions, departriental clubs, etc., was near the average of 53 percent

in all the fiel.ds.

The characterics of students affect their values and the values

of other students will influence individual students. One major dimen-

sion of values places service to other people at one end and concern for

money at the other. The perceptions of this aspect of the values of

other students held by students were assessed by the item "students

value the money they will make in their careers more than the oppor-

tunities for helping people." About half of all students agreed with

this statement, but the percentage varied from 35 percent of the arts

and humanities students to 72 percent of the law students. This result

is consistent with research on the characteristics of students who

enter these fields.

Students set standards of performance for each other. Apparently

students feel these standards are set at high levels: some 88 percent

judge othe^ students to be v...ry bright and 87 percent thought they work

very har,4 at their studies. The perception that other students work
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hard was strongest in law and medicine. The examp'es of other stu-

dents allows the student to set his level of effort. Interactiel

with other students may also help shar.)en students thinking. About 80

percent of the students in every field felt other students were inde-

pendent thinkers. Perhaps the presence of other alert students acts

as a stimulus to the students'own attention to the field.

One way of coping with the demands of advanced education is to

cheat. Students seem tJ feel it is rare. Less than one in five felt

that academic cheating was common.

In adapting to, and behaving in the general university environ-

ment, about one in four students reported that many students were

involved in radical activity, perhaps related to the fact that nearly

half felt that student organizations reflect general student opinion.

Considering the academic demands, a surprisingly high percentage of

students (56 percent) reported that students actively participated in

extra-curricular activities.

The response to the question "many students have to work to meet

expenses" are consistent with the sectiol on finances. Nearly three

of four students rep :ted that "many students have to work to meet

expenses". The only exception was among the medical students where the

percentage was 46 percent.

In sum,most graduate and professional schools students feel their

peers are bright, hard working, and friendly, although some students

ad doubts about their altruism or involvement in academic activities.

The academic program. The academic program is the center of graduate

and professional education. The facts, theories and interpretations empha-
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sized iii. classes define the field, and are matters of expert judgment

in each field. In that sense, students' opinions are less important

than those of their professors. However, students' opinions are important

when it comes to the manner in which the field is presented and the pro-

cedures used in the academic program. Students' reactions to these

aspects are related to the subjective quality of the academic experience.

We cotsequently sought students' descriptions of their academic program

in foe:: areas: the level and kind of effort required, the stimulation of

the program, the variety of the program, and the emphasis of the program

on practice and research.

The level of effort seems to be quite high in advanced study;

73 percent of the students reported there was keen competition for grades

in their schools, 83 percent reported their program required many long

hours of hard work, and 71 percent felt their program required much more

studying than undergraduate college. Furthermore, the students reported

new types of academic demands; 79 percent felt their program required a

much different kind'of studying than undergraduate college. Overall, the

academic demands seem *quite high.

The level and pattern of effort was not the same in all fields, how-

ever. The pattern in medical school, for example, seemed to be lots of hard

work and studying, but without the sense of keen competition for grades. In

law the pattern was hard work, hard studying and studying of a new kind, with

a very keen competition for grades. In education the students did not seew

to feel that the field required exceptionally more studying than under-



graduate school, and they were least likely to feel that a different kind of

Jtudying was involved. Thus, law students Eeemed to feel they were in a highly

competitive environment, medical students seemed to feel they were in an

demanding environment, and Aucation students felt they were in an environ-

ment relatively similar to undergraduate school.

Students'commcnts on these items suggests that the question of level of

work is much more complex than simple "toughness of standards." A number of

students pointed out that competition for grades may lead to less learn-

ing rather than more.

There is no academic atmosphere if by this you mean
one that is conducive to creative, intelligent work.
What you have here is a "cut throat," "stab in the back"
atmosphere that may prevent our development of our academic skills.

*
There is too much competition among students for

grades. The resat of this is that professors are more
interested in the gt .des of a student than knowing whether
he has learned anything from the course.

Other students felt that an extremely heavy workload may be based on

nonessential qr peripheral learning.

My greatest complain about graduate history at
is lack of time to do writing that is of high literary
quality. My first quarter (10 weeks) here I turned in 100
pages of material. Thirty pages of this was a seminar paper
usie: Portuguese primary sources, a language I could not read
when I began the seminar. Another forty-five pages conoisted
of weekly book reviews, requiring clear reading of ninv
books. The remainder of the material I produced was based
on a document written in a seldom-seen form of 17th Century
Valencian Spanish. Th. Valencian document contained
technical economic informa*: on and single terms demanded
long hours of philological investigation.

Clearly only a small percentage of my time could be
devoted to writing. I completed the quarter on time, witn-
out "incompletes." Later I found out that I had been
writing faster than one professional author of cheap
pornographic nov4ls.
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Finally, some students pointed out that many of the demands of advanced

study are self-imposed.

I don't think that graduate school necessarily requires
much more studying than undergraduate work. However, my
commitment and my interest require me to work more than I
did as an undergraduate.

The stimulation of the program. As the analyses reported in The Graduates

indicated, most students expected the work in graduate and professional

school to be intellectually stimulating. The real world of advanced educa-

tion may be a pL:.sant confirmation of that expectation, or it can be a

severe dissappointment. Interest in the course work is probably a prime

determinant of whether students stay in school or leave.

Overall, students seemed to find the course work stimulating (80

percent), and only 42 percent agreed that "I do not lika the course work,

but it is required for the career I have chosen." interestingly, the

students seemed to show some ambivalence about the work, since nearly

half also felt that the course work was dull. Considering these questions

together, it appears that the law students were least excited about their

field. They most often reported that they did not like the course work but

it was required for their careers (53 percent), and that the course work

was dull (57 percent). They reported that the work was stimulating about as

often as other students. Perhaps they felt that the course work was sometimes

dull more often than other students. Students in education least often

found the course work stimulating (70 percent), fairly often found it dull

(56 percent) and fairly often said they didn't like it, but it was required
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for their careers (47 percent). Students in arts and humanities seemed

to find their work exciting. They least often described it as dull (35

percent) and least often described it as unlikable but required (34 percent).

Students sometimes commented that their studies were as dull as

undergraduate school.

I had hopes the atmosphere would be different--a closer
relationship between teachers and students. Instead, I
find myself in the undergraduate situation--sitting in
crowded classrooms listening to the same dull lectures
with no real chance to ask questions and "get involved."

Some students recognized the problems in keeping the courses lively while the

professors were working to be sure that the "basics" were covered.

In general, law schools need some way to enliven
1st year, which for most people (myself included) is a
real "down," due to the tremendous amounts of relatively
unrewarding and tedious work required. Unfortunately,
I don't see any facile solution; law schools are trying
to cram a hell of a lot of material into 3 years, and
just getting those "basics" which the professors think
vital takes up an inordinate amount of time, leaving
the student precious little time to pursue his own
interests.

The variety of the program. Consistent with the greater structure of

professional programs, there seemed to be a division between graduate and

professional fields on the variety of possible work. Compared to professional

students, students in the graduate fields more often reported that their school

or department "Allows considerable choice in courses students may take,"

and, with the exception of other professions, that their school or department

"Provides opportunity for innovative programs on an individual basis."

Medical students were particularly unlikely to feel there was a considerable

choice of courses (17 percent) and law students were least likely to report
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opportunities for innovative individual programs (30 percent). Overall, about

half the students felt these statements described their schools or depart-

ments.

From their comments, it appears that some students accepted the lack

of options in their courses.

Obviously, the first two years of med school present
a fixed curriculum. Elective material is available later
on. Also, the nau'-e of the course work changes to more
practical subjects in later years.

Some students complained that they could not satisfy their specific interests.

My only comment would be that very few courses in
British history are offered during the regular academic
year and that more are offered during the summer school
sessions. If the degree requirements are to be fulfilled
it is very difficult when the courses are few in number
and often cancelled.

Some students pointed out that a lack of requirements did not necessarily

mean complete freedom.

Though the area I'm in (General-Theort.Lical) is quite
flexible in its requirements as presented in the brochure,
in practice a lot of emphasis is put on certain courses that
are "useful" for the comprehensive examinations. This
limits the possibilities that are available.

Other students felt that the program really needed to be restructured.

I feel that academic program here is not geared tor
optional learning because the program is too diffuse.
This diffusion leads to frustration and the feeling that
things are worse than they are (or should be). Our
approach should be more of an integrated approach; for
example, my learning would be greatly enhanced if we
could study the anatomy, biochem, physiology, histology,
embryology, pharmacology, and pathology of the heart
all at the same time than to study some here and some
there. Of course, some sort of "Introduction to
Medicine" must be given in advance to avoid confusion.
But I don't feel that I am learning effectively under
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the present program; to me, attending classes is wasting
my time. Also a self-study program is a must!

Finally some students pointed to the relation between flexibility and learning.

Our curriculum is entirely too inflexible--we have so many
class hours that there is almost no time to study, unless one
wants to sacrifice being a human being and be only a medical
student. One should, in my opinion, be able to spread out our
4 quarters of basic sciences to 6 or 8 if one wishes, since at
the present we have no time to go into any field in any kind
of depth and therefore we end up mainly just memorizing what
the teachers say and not really learning the subject matter in
a comprehensible manner.

The emphases of the program. Many graduate and professional fields are

divided between those who are .interested in research and scholarship and

those who are interested in practice. The faculty who teach those fields

are also frequently divided, and so are the curricula they design. However,

each field usually has struck some balance with the emphasis on one side or

the other. We asked students for their opinions about the emphasis in their

schools.

The total sample was approximately split half and half as to whether

their school "primarily teaches skills and practical training." Law students

most often felt their field was "practical," (66 percent) followed by the

other professional students (62 percent) and the education students (57 per-

cent). Students in graduate fields did not generally consider them pri-

marily practical; students in arts and humanities least often considered their

field "practical" (36 percent). Generally, the professional school students

considered their fields to have a pragmatic orientation. The exception was

medicine, in which only 49 percent felt they were trained in practical skills.
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The picture remained basically the same when we asked students if they

felt that their "program provided many opportunities for research and

creative work." The percentage agreeing with this statement was consistently

higher in the graduate fields than it was in the professional fields. Stu-

dents in biological sciences and physical sciences and engineering fields

most often felt they had many opportunities for creative work; studer'*s

law least often felt that they had such opportunities.

The differences between the professions and graduate fields are expected

of course, but still, they may be related to student satisfaction.

Students who commented op these items generally came down on the side

of practicality. rY

... more emphasis should be given the actual appli-
cation of the law and less to the archaic case method. It is
bordering upon the ridiculous that a lawyer might earn his
title, pass the bar, join a respectable firm, and then have
to spend 5 years doing menial tasks while he "learns his way
around the courthouse."

My interest Ln economics is primarily policy oriented,
that is,I am interested in using economics to help solve such
social problems as poverty, unemployment, inflation and
degradation of the environment. I feel that the primary
emphasis of the department is on abstract theoretical models
which are based on assumptions so far removed from reality
that they are largely inapplicable to the real world. The
primary emphasis seems to be ot. games of mathematical logic.

Finally some students pointed out that research and creative work were not

ne-:essarily the same.

Opportunities may be provided tor research without
necessarily regarding such research creative.
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The general atmosphere. Students' reactions to their experiences

can influence their feelings about the atmospheres of their department

or school. Their feelings about the atmosphere, in turn, can influence

their satisfaction with their school and their willingness to continue

with their studies. Therefore, in addition to the items described in

earlier sections, we asked students for their general perception of

their fields in areas that may influence their satisfaction with their

graduate or professional school experience. This group of items dealt

with factors which are not dealt with elsewhere, but which have a strong

influence on students' reactions to advanced education. The items

covered the surrounding university environment, the atmosphere or "feeling"

of the department, the personal costs of attending graduate or profes-

sional school, and the relation between faculty and students.

Some three quarters of the students felt that the university, of which

their school or department was a part, offered "a wide variety of cultural

programs, concerts, lectures, etc." Only the law students (65 percent) and

the medical students (58 percent) fell below this average. Perhaps the amount

of hard work required in these fields, noted earlier, led to these perceptions.

If students are very busy, they may not be able to notice, let alone take

part in cultural events.

Students were less positive (45 percent) about the idea that their

school was "in a closely knit community." Students in the arts and humanities

were least likely to agree with this idea (36 percent) and medical students

the most likely to agree (54 percent). The reasons were difficult to perceive.
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About three quarters of the students felt that their department or

schools were proper and conventional, and about three quarters felt their

departments had an informal environment. Only 56 percent felt that their

department had a liberal environment. How could the students simultaneously

feel their departments were proper and conventional and informal? Perhaps

propriety and conventionality in manners have no particular relation to

informality. That is, a department may be conventional and very formal.

conventional and informal, unconventional in manners but formal in sub-

stance, or unconventional and informal.

students in the biological sciences, physical sciences and engineering

most often felt their departments were informal, students in law the least

often. Students in she social sciences most often felt their departments

had liberal environments. Less than a quarter of the students felt that

"many students have to defer marriage to get through." Even in medicine

only 32 percent felt this ' :m described their schools.

Over six in ten students reported that the "costs are so great that many

students go into debt." Consistent with information about the availability

of scholarships and assistantships, less than half of the students in the

biological sciences and physical sciences and engineering thought students

went into debt, whereas about eight in ten students in law and medicine thought

students went into debt. Again, it appears that financial pressures bear on

the minds of law and medical students more than on graduate students. How-

ever, as some students commented, the reason students do not go into debt

is because they radically arrange their lives so they do not have to become

indeb ted.
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The costs are great, but most students here in married
student housing (costs are even greater for families)
simply do without (otherwise known as living in "poverty"),
raise their own food, etc. rather than going into debt.
Debt costs much more in the long run; so when you are poor,
you can't afford debt--credit, loans, etc.--only the rich
(those with regular good paying jobs) can afford to go
into debt.

Students' descriptions of their professors are examined in Chapter 6.

Here we are concerned with their overall evaluation of the quality of the'

faculty and of their relations with them. Students generally gave high

ratings to their professors; 84 percent agreed that "Overall, the faculty is

very good," and about this perce:Lage agreed in every field. However, when

asked if "There is a strong esprit de corps among students and faculty," only

47 percent agreed. Again, this percentage did not vary too much from field

to field. As the analyses in Chapter 6 suggest, students seem to appre-

ciate the scholarly, research and professional competence of their profes-

sors, but feel they are slightly aloof. Perhaps this is a necessary kind of

relation if professors are to maintain their objectivity in the small classes

and seminars that frequently characterize advanced education.

A number of students commented on the lack of a feeling of intellectual

community in their schools and departments.

I think the major source of disenchantment I have had with
graduate school has been the absence of intellectual camaraderie
and the sense of isolation. I often feel that my work is of no
relevance to anyone other than myself. This reflects, perhaps,
the failure of my professors to express their opinion of my work
one way or the other. There is a wall of apparent indifferencL
on the part of faculty, the alleviation of which is not pro-
moted by the lack of enthusiasm and unfriendliness of fellow
students.
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I was disappointed by the total lack of an academic
.

community at . The department is formal and imper-
sonal, and is characterized by a lack of scholarly
"camaraderie." Even though I attended a larger insti-
tution as an undergraduate, there was a much more closely-
knit department there.

There is "campus-commgnity atmosphere." Campus
cultural affairs are attended mostly by wealthy business-
men who live nearby. The lack of student housing is
apalling.

I returned to graduate school after having worked
in business doing research for three years. I entered
what was billed to be one of the most innovated, applied
programs going anywhere. What I have found is that there
has been some change,yes. But by and large I find the
academic world still as irrelevant as ever. It is doing
more,yes, but it is still a far cry from working hand in
hand with real-life problems. I find professors to be
poor communicators compared to the no nonsense atmosphere
of the grimy world of business. Students have more free-
dom than ever before, but rarely exercise it. If they
do it is in a faltering way. This is partly the students'
fault of not getting themselves together and it is also
the fault of faculty who do not genuinely want (or believe)
that the students should be treated as individuals.
Overall, I find the kind of growth, cooperation, stimula-
tion that I found in business lacking in academia. Which
when you stop to think about it, is kind of ironic.

Conclusions: The Effects of Envicnments. lucre is a great body of

research about the character and influ,!nce of educational environments

(Feldman and Newcomb, 1969; Baird, 1973; Walsh, 1973). Scientific evidence

has been produced in recent years to show not only that colleges di fer,

but that they differ systematically on certain dimensions (Pace, 1969;

Astin, 1968; Baird, 1973). Other research has shown that these dimensions

are related to students vocational and educational progress (e.g., Astin

and Panos, 1969; Rock, Baird, and Linn, 1972). These dimensions are also

related to student characterihtics and behavior (Astin, 1965; Pace, 1965).

Students in different kinds of colleges are also imbedded in very different
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environments with very dilferent expectations for the student. The stu-

dent, administrative and faculty cultures of colleges differ and can

exert powerful influences on what the student does. However, the

size of the effects of the environment should not be exaggerated.

Studies of college effects typically show little impact of the

college on students, once their characteristics as freshmen are

taken into account (e.g., see Rock, Baird, and Linn, 1972). Thus

there are limitations on the impact of even the best teaching. One

cannot easily turn the front line of Nerkle State into Rhodes

scholars. To evaluate the success of an institutions's educational

program we need to consider the capability and interests of the

students.

Most of this research has focused on the undergraduate insti-

tution, but it seems plausbile that many of the same techniques could

be used with the environment of graduate and professional schools.

The analyses presented in this chapter suggest that the environments

in different fields are often quite different, although many aspects

of the environments were the same. These elements create the patterns

of expectations and pressures that define the student environments of

each field. The "feel" of each field seemed to be different. In a

later section we will see some of the effects of these environments on

students' feelings about their schools. From these results and the

comments of students it is clear that the environments of graduate

and professional schools have an impact on students' academic and

personal. well-being. In the next section we turn to what is probably

the most important element in graduate and professional school environments,

the professors.



-95-

Chapter b

The Academic Experience: Students' Views of Professors

The core of graduate and professional education is the intensive

relationship between students and their teachers. The student presumably

learns what it means to be a member of his field from the behavior of his

teachers as well as from the content of what he is taught. The process

of professionalization is thought to be carried out largely through the

efforts of the faculty. The teacher is thus a role model, an example of

professional values, and a guide to the profession in addition to being

a source of knowledge. For these reasons, it is essential to study the

behaviors and characteristics of graduate and professional school faculty

in any study of advanced education

One critical role played by the faculty is their influence on

the socialization of students to their ultimate role. Since the rewards--

financial and personal--of the ultimate roles are not available, the cues

for the proper role behavior in that ultimate role are lacking. In

graduate and professional schools most of the available information

about ultimate role behavior comes from present holders of the ultimate

role--the professors and staff members. The professors also define the

roles which students are to em.ct, and they provide the only interpersonal

rewards -- attention, concern, friendliness--provided by the school for students.

The process of assuming a professional identity may 3e facilitated

by the presence of an attractive and accessible model (Erickson, 1959; Miller,

1963). A number of studies have indicated that the accessibility and influ-

ence of a model plays a crucial role in the commitment of students to the
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field. Indeed, these relations may play a more crucivsl role than ability

(Davis, 1964). Assuming this is to be true, why should it be so in terms

of the present study? First, there is a simple cognitive effect: graduate

students can see some of the duties, rewards, and opportunities of the

ultimate rule in the lives of their professors. (At the same time, however,

some of the stresses and costs within the ultimate role are hidden.) Pro-

fessors also provide a living example of what the student hopes to become,

someone who has gone through the entire process and emerged as an accept-

able and even exemplary person. Although the process of identification

cannot be investigated without an intensive study using depth interviews,

we can note that the models can provide an ideal, an example of a person

to become, which will reach and satisfy some important needs of the student.

In their functions as definers of the role of student, as the channel through

which the graduate and professional school can send its affective payoffs,

their occasional function as models of scholarly or professional behavior

and the rather individual relation they have with students, the faculty

is probably one of the most important factors in the student's adapta-

tion to graduate or professional school. Because of the structure of

graduate and professional schools an individual professor often has

considerable power in his relations with students. His grading is seldom

reviewed. His signature and approval are often needed in the formal

progress of the student. Since there is little review of his decisions

if there is a disagreement between a professor and a student, the best a

student can do in many cases is to change his major professor. The

professor can often provide a student with financial support, employment
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opportunities, etc. Since professors often define how studeLts., are to

behave in sometimes ambiguous fields, their definitions of adequate perfor-

mance may have seriotls effects on the internal feelings of the student that

he is meeting "professional staneards." For all these reasons, it is

important to assess students' perceptions of their professors.

The characterist4c ways in which instructors teach their classes and deal

with students can also have important consequences f.'r their students' learning,

satisfaction and development. For example, an instructor in psychology could

emphasize technical knowledge of his science, be concerned with the effects of

psychology in the personal development of his students, or attempt to make his

students think like researchers. The way in which he teaches his course and

interacts with students helps determine what his students get out of advanced

education; his teaching and professional style reflects his values and the goals

he hopes his students, will attain.

There have been ,many attempts to describe the teaching behaviors of instruc-

tors by such varied methods as systematic observation, rating methods, and mea-

sures of social interaction. Recently there have been a number of attempts to

describe the classroom environment by questionnaires asking students about class-

room procedures and qualities. This latter approach seems to offer the

advantage that the student describes what has occured to him as he perceives it,

and indicates whether it was a chara,:teristic part of his classroom experience.

The assumption behind this approach is that the perceptions of students, the

persons most affected by teaching, are useful descriptions of what goes on in

the classroom. It is teacher behavior as it is received; in the case of

teachers it is behavior as it is sent, or intended. Of course, we cannot ask
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students about evryt.hing they may have experielwed.. Classroom experiences

vary greatly, and what is important to one student may not be so to another.

We mint attempt to isolate the features of classroom teaching that are

important for the majority of students and teachers.

We therefore attempted to define the major aspects of classroom teaching

which had been identifi4lin previous research and the experiences of groups

of teachers. While tnere appeared to be a bewildering diversity among these

studies and experiences, there was actually some degree of consensus. From

this review and from an intuitive analysis of teat. 2r behaviors *_oat are

visible in typical school Classes, a number of items dealing with teacher-

student interaction were developed. We tried to make most items descriptive

of behaviors eend reactions to those behaviors rather than evaluations of

behaviors. (See Table 6.1)

.Overall, graduate and professional school students described their pro-

fessors as respecting the adulthood of the students, and in turn as having

the respect of most students. Considering their students as adults, they

expected them to be prepared for every class session, ,uld encouraged class-

room discussion and encouraged further contact about classwork out of class.

However, they do not often consult with students on their academic progress.

Advanced education is sometimes criticized for being impersonal and cold.

The professors are suppcsed to regard teaching as a distasteful distraction

from their scholarly pursuits and professional meetings. From the responses

of our sample, this description appears false. The students say their pro-

fessors are seldom absent from class, and do not value research more than

teaching. They also say that they do not treat students as numbers but,

on the contrary are friendly and accessible to students. However, if stu-

dents feel that it is easy to have contact with professors, they did not seem
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Table 6.1

Graduate and Professional School Students' Viewa of Their Professors
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They are friendly and accessible
to students 74 70 84 74 75 67 76 79 77

They clearly explain the subject matter 70 72 71 65 65 63 60 70 67
They treat students as adults 78 82 90 82 83 79 80 81 82
They expect students to be prepared

at every class session 79 64 68 72 68 93 50 75 72
They encourage out of class contact

about academic work 64 72 68 65 67 56 62 68 65
They have liberal political views 39 37 25 59 36 55 22 35 37
They have conservative political views 14 22 22 18 19 23 22 25 22
They are interested in reform in the field 39 40 37 54 70 67 41 61 53
They take strong positions on

controversial issues 29 23 15 33 36 37 17 34 28
They encourage classroom discussion 74 64 59 74 77 80 47 76 70
They give helpful feedback on

tests, papers, and reports 59 52 59 59 60 23 38 59 52
They give each student a clear idea of

how well he is doing 43 43 51 44 50 10 41 50 43
They consult with students about

their academic progress 33 31 32 34 26 8 30 34 30
They treat students like numbers 9 8 10 11 10 24 15 10 12
They are excellent teachers 52 53 48 46 52 51 37 50 48
They are more concerned with

research than teaching 18 42 35 36 17 9 34 19 24
They are so divided into factions that
they harm students' academic progress 10 13 7 16 5 5 13 7 9

They are often absent from class 2 3 3 2 3 2 1 2 2
They are excellent lecturers 42 45 47 38 39 44 29 41 41
They are tor-notch researchers 41 60 55 44 26 30 46 33 40
They are very helpful advisors 39 42 43 30 46 21 28 42 38
They complement each other in providing
coherent and comprehensive instruction 43 50 49 42 44 46 47 49 47

'hey stimulate student learning 61 61 60 54 56 51 45 79
They have the respect of most students 69 71 77 67 68 66 65 69 6
-They exercise a good deal of discipline

in the classroom 23 25 30 19 5 49 23 31 29

*
Figures show percentage of each group indicating statement was true of 50 percent
or more of their professors.
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as sure of the value of the contact. Only 52 percent of the students said

teachers gave helpful feedback on tests, papers and reports, only 43 percent

said they give each student a clear idea of how well he is doing, only 38

percent said they were very helpful advisors, and a mere 30 percent said they

consult with students about their academic progress. It appears that the

faculty are available for student initiated contact, but do not go out of

their way to provide concrete help to students.

Few students (9 percent) say their professors are so divided into factions

that they harm students' academic progress, but only about half (47 percent) say

they complement each other.in providing a clear and comprehensive instruction.

In the classroom, students describe their teachers as clear explicators of

the subject matter. They also suggested their professors do not allow their

political views-liberal or conservative--to come out in class work. In fact, few

students (28 percent) said that their professors took strong stands on con-

troversial issues, and a scant majority (53 percent) said their teachers were

interested in reform in the field. The students did not feel that their pro-

fessors were concerned with running a tight ship; only 29 percent said their

teachers exercized a good deal of discipline in the classroom.

Only 41 percent of the students felt their teachers were excellent lecturers;

probably a majority would consider their teachers adequate, if they had been

asked that question. In any case,56 percent felt their professors stimulated

student learning and 48 percent described their professors as excellent teachers.

Since these are assumed to be the basic purposes of advanced education, one

might have expected the figures to be higher. Finally, 40 percent believed they

were being taught by top-notch researchers. Since research is not equally important

in every field, and since the research capability of professors is not always

visible to students (a considerable number left this item blank) this figure seems

reasonable.
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The general description of taching in graduate and professional schools

provided by the total results was also basically accurate in various fields

with some intriguing differences. Students in the biological sciences were

the most likely to report that their professors were top notch researchers and

that they were more concerned with research than teaching (42 percent) and

that they encouraged out-of-class contact about academic work. The law stu-

dents, in contrast, seldom said their professors were top notch researchers

(30 percent) or that they were more concerned with research than teaching

(9 percent) or that they encouraged out-of-class contact about classwork (per-

haps due to the large size of law school classes). The proportion of stu-

dents in the biological sciences and in law who said their professors were excel-

lent teachers was nearly exactly the same. Research and teaching, then, would

appear not to have the positive relation claimed by faculty nor the negative

one claimed by students. They arc probably just separate activities. Some

recent research has indicated that professors who are heavily involved in

research do not spend less time on their teaching; they simply arrange their

time so that they can meet all their commitments (Clark & Blackburn, 1973).

The greatest characteristic of the professors of the physical sciences and

engineering might be called "objectivity". Compared to other groups, their stu-

dents more of.:en describe them as treating their students as adults and as having

the respect of most students. They are also less often described as taking strong

stands on controversial issues, a-. being interested in reform in the field, and

as having liberal pulitical view!-:. They clearly do not allow their personal

opinions to influence their presentation of their subjects in the classroom. They

are relatively frequently seen by their students as good researchers, and as

excellent lecturers, and as friendly and accessible to studems. These results

suggest that professors in the physical sciences and engineering are conscientious

about both their teaching and research duties.
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Graduate students in the social sciences describe their professors as much

like the general picture, only noting their liberal political views, and their

relatively small use of discipline in the classroom.

Graduate students in education describe their professors as interested in

reform in the field, as taking strong stands on controversial issues, and as not

excercising great discipline in the classroom. Together these traits may indi-

cate the general educational liberalism of many faculty members in education

departments. Education graduate students seldom described their professors as

top-notch researchers. This perzeption contrasts sharply with the aspirations

of the American Educational Research Association, a professional organization

devoted to raising the standards of educational research. Education profes-

sors are also considered helpful advisors by their students. Interestingly,

although their profession is the study and improvement of education, the educa-

tion professors themselves are not described as exceptionally friendly, or

clear, or as unusually good lecturers or teachers, or as stimulating student

learning.

Law students' descriptions of their professors were unusual in many ways.
1

Some of these descriptions are almost certainly due to the unique character of

law. For example, of all groups, law professors were least often described as

top-notch researchers, or as more concerned with research than teaching.

"Research" in any experimental or, laboratory sense is remote from the concerns

of law. There is such a thing as faculty legal research of course. Most of it,

done in the library3would not be very visible to a first year law student and

little of it is brought into first year classes. Also, first year students would

have little opportunity, if any, to work with a professor in doing any of the

1
This section profited from the comments of Frederick Hart.
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research. Helce, it is unlikely that they could make any kind of a judgment

as to whether their teachers even do any research. Most law schools use a

case study method, which requires students to be prepared to be called upon

at any moment. Many law professors try to elicit responses from every class-

member so they may judge their mastery of the subject. The responses of

students bear this out, as well as suggesting a certain degree of formality

in the classroom. The law students are considerably more likely than any

other group to describe their professors as using a good deal of discipline

in the classroom. Perhaps as a consequence of the adversarial nature of law,

and the considerable latitude for personal opinion, law students are more

likely than any of their contemporaries to describe their professors as taking

strong stands on controversial issues, as interested in reform in the field,

and as having liberal political opinions. An aura of controversy must add

spice to the law classroom. All of this takes time, which, by the reports of

law professors, they give to the preparation of their classes.

The formality of the law classroom may make it difficult for students to

approach their professors after class. In any case, of all students, law

students least often felt their professors were friendly and accessible or

felt they encouraged out of class contact about academic work or consulted

with students about their academic progress. They are least often seen as

helpful advisors. Finally, they are most often seen as treating students like

numbers. Law pr)fessors appear aloof and remote to their students. Of course,

there is a reason why law professors are less accesible: the student-faculty

ratio in law schools. Few first year law students are in classes of less than

50. Most are in classes of well ever 100 and some probably had some classes

where there were over 200 students. This makes it difficult for all but the

more aggressive students to spent any time with a faculty member. The student-
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faculty ratio in law schools is almost always greater than 30 to 1, compared

to many graduate schools which have a student faculty ratio of less than 10 to 1.

Other results suggest that law professors do not give their students a

clear idea of their progress. They are the professors least often described

as giving each student a clear idea of how well he is doing and least often

described as giving helpful feedback on tests and assignments and least often

described as clearly explaining their subject. Consequences of the absence

of feedback and ambiguity have been noted by many researchers (e.g., Baird,

1973). The consequences include student anxiety, less learning, and lower

morale. However, compared to the average, they are slightly more often

described as excellent teachers and lecturers. Some of these results are ex-

plained by the nature of the first year. As Hart (1974) puts it:

In law schools, the first year student will have no
examinations or quizzes until the end of the semester.
Part of this is due to the student-faculty ratio, and
part of it is due to the fact that law professors believe
that there isn't any way to test for specifics. They
are teaching a process - and this is not testable until
a substantial amount of material has been covered. There
is another aspect to this. Most of us who teach in the
first year find the the most important thing to teach
is that there are very few answers and many questions.
Most students come to law school believing that the law
is a nice little set of rules that can be learned. That
simply isn't the real world. There are some rules, but
the way in which these rules operate is quite different
from the way in which one may think... This means, I
think, that students get confused and do not know how
well they are doing. I don't know of any solution to
this, in fact I think it is a good thing. I sometimes
tell students that they are beginning to become a lawyer
when they are 'comfortable in uncertainty' because that's
the life of a lawyer. ... Even when students do take
exams, they are essay exams and are not capable of the
same kind of mathematical exactitude that you can have
with objective tests. So again, students do not get as
good an idea of how well they are doing as they would
like.
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Like the law students, medical students gave their professors relatively

low ratings on their clarity in explaining their subject matter, on the help-

fulness of their feedback on tests and reports, and on their helpfulness as

advisors. These reactions may be due, as with the law students, to students

expectations that they should be getting clear concise guides to a field that

is not clear or concise. Medical school students least often described their

professors as excellent teachers and lecturers. They also gave them the lowest

rating on the ability to stimulate student learning. Probably because of the

didactic nature of the first year of medical study, they are relatively infre-

quently described as encouraging classroom discussion or as expecting students

to be prepared at every class session. They also seem to keep their political

views to themselves and seldom take strong stands on controversial issues.

Of course there are few contro;ferStal dt.Pilitical issues in Gray's Anatomy.

Students in "other" professional schools describe their professors much

as everyone else describes theirs, exce ?t that they most often say their pro-

fessors stimulate student learning.

Many students commented on these Questions, providing evidence that

student4 had a wide range of experiences with graduate and professional

school faculty.

Many of the comments described teaching that seemed to be like poor

undergraduate teaching: dull lectures, disorganized preparation, narrowing

in its effects rather than broadening.

The teaching quality here is an extreme disappointment
to me--I longed to tell you more about that--lecture for-
mat vs. seminars, passive vs. active learning, amount
presented correlated with confusion about subject matter
etc.



-106-

The emphasis in chemistry during graduate school ismore on the development of thought processes and
creativity whereas in undergraduate there was extreme
emphasis on fact. The transition is one that takes a while
and is not immediate.

I find that personalities become a major part of the
scientific field and the majority of the professors in the
department have some personality defect that enters into
their research and yours.

The department here is willing to give a provisional
student a chance. I entered with an extremely low advanced
test score and much higher GRE scores. So far, I have been
successful due to a lot of help given to me by some post-
docs. We are a very close-knit bunch.

*

The undergraduate-graduate interface may be hard to
transcend, but the transition strain can be attenuated
by good teaching in the lecturer's portion of the course
and by frequent and speedy feedback to the student hiswork. The topics for the courses that I have elected have
been too large to cover in any one quarter in detail, but
lecturer's have optioned to splash about in all or most
of the topics in one sector without giving at least one
really good example of scholarship in any one topic. Courses
have tended to ignore any logical structure in the research
in topics, i.e., why the course topic is a topic worth
studying, why research is oriented along different linesor to different questions within the topic, what advancement
has been made to date, and where forefronts are headed andwhy. Readings tend to reflect the same lack of scholarship; no
attempt has been made to synthesize supplemental materials tocarry some of this depth's burdens. Feedback has been lowbecause very little is asked or stimulated. If stimulated,time to work on the question becomes limiting to fulfill
minimal shotgun memory work.

In my opinion, graduate study should be aimed at the
goal of producing a scholar with specialized knowledge in
one field, more than general knowledge in several other fields,
and general knowledge or, at least, interest in or receptivity
to all branches of human endeavor. Course work frequently
hampers the growth of knowledge by confining the student.
Seminars should consist of intelligent discussion of topics,
not petty criticism of papers. Students should be encouraged
to think, not memorize. Professors should be honest about
their opinions of students and treat them as intelligent
adults, listening to their opinions and sharing their own.
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Some students suggest .td solutions.

The major disadvantage of my school is that the basic
science teaching is atrocious. Some plan to improve
teaching should be instituted--perhaps a graduate school
course that would be c,.aded by comments and would form
part of the record under consideration when applying for a
professorship.

Some students pointed out that faculty friendliness is not the same as respect.

The attitude of the faculty members toward graduate
students is one of "superior" to "inferior", respectively.
Although the faculty are friendly, the important areas
(i.e., progress, encouragement and worthiness) are many
times ignored or neglected.

Some students felt that divisions in faculty interests could possibly hamper

their education.

believe that any school is good even if only a
minority of professors are excellent. The main objection
is that at , the variety of prof. interests is so diverse,
that there is little cohesion among them concerning theory &
technique--and this is at times confusing, but also good in
that it gives one a wider range of knowledge in many areas.

Many students, of course, reported very good teaching.

With regard to the faculty, I think they can best be summed
up with the word "s;urperlative."

The competence of the faculty
is outstanding. As far as political matters go, I would think they
tend toward the liberal side of the spectrum, but not once was
politics a subject of class. They all try to use their limited
class time to the study of law. On the whole they were well
organized and prepared for class. Also, if they had to miss a class,
9 times out of 10 it was made up. The faculty tends to not accel-
erate competion. The freightening levels of competition are
initiated by the student body.

One issue which produced a great deal of comment was the emphasis on research

or scholarship and, according to the students, the corresponding de-emphasis

on teaching.

On the whole, University's psychology de-
partment is respectable. Its strong point seems to he
research. Graduate school coursework is rather poor,however. Many professors don't seem to give a damn
about making their courses clear and stimulating. It
also appears that professors who devote more energies
to teaching them to research are chastized. There should
be significant improvements in the quality and applicabi-
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lity of coursework if courses continue to be required
of graduate students. (Possibly courses could be more
oriented to practical research and teaching skills because
participating in these activities results in much
more learning).

It is a great evil that research people who are
utterly unqualified to teach should be allowed to ruin
fine subject matter in a disorganized & boring pre-
sentation.

A separate type of Ph.D. should exist with emphasis
on Teaching skills & aptitude--The "lublish or Perish"
approach of even relatively obscure colleges is the
largest single deteriment today faced by colleges
& students--.

It is possible and necessary to establish quali-
fications and criteria for the funding of chairs of
"TEACHING" in a field.

*

I am enjoying my medical education very much,
and find it very stimulating.

I feel however, that there are not enough of
the faculty who are truely devoted to teaching.
Teaching and the preparation for lectures etc.
seem to take a back seat to research.

I would like to see medical schools (and per-
haps other schools) hire professors on two bases:
one for faculty principally interested in research
and another for those principally interested in
teaching.

i.e., MORE EMPHASIS SHOULD BE PLACED ON
GOOD TEACHING!

In an earlier study (Baird, 1966) we found that good and close

relations with the faculty led students to general feelings of high

morale, a sense that they had chosen the right field and school, and

a willingness to stick with their studies. This general satisfaction

seems to extend to the formation of supportive student groups. When

the faculty was accessible and helpful, students' morale was high

in the face of the stress of high academic standards. When the

faculty was distant the stress of high academic standards was asso-

ciated with low morale and doubts about the worth of the career.
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These results suggested that when the faculty is distant, general dis-

satisfaction leads to feelings of stress. When faculty-student relations

wera close, dissatisfaction did not lead to feelings of stress.

Since the role of the graduate student is a transitional one, with

the ultimate role of scholar or professional as an outcome, one would

expect a high degree of contact to be needed in order to produce what

Strauss (1959) calls "coaching". This process is the tendency for persons

who have gone through status transitions to guide and advise those who

follow. "Coaching" provides preparation for prcblems students will face

as professors, researchers, or professionals. This preparation should be

more thorough where the faculty is psychologically close. The research

reviewed in Chapter 1 supports this idea. The attitudes needed for a pro-

fessional role should be taught during graduate school as they are in

medical schools, for example, where the student must learn to control his

fear and disgust of disease (Daniels, 1960).

Whatever its causes, the psychological closeness or distance of

the faculty is a center of tension in graduates and professional schools.

In some fields, a low social distance for high identification by the

student, for the teaching of attitudes, and the development of commitment

to the field seems desirable. That is, the professors should be accessible

and close to the stOents. Hox.:%cr, in some fields, such as law, commitment

may be made to the field, with the professors serving as examples of pro-

fessional comitict, rather than as friendly guides to the field. It is the

law that becomes "a jealous mistress", not the law school. Because of the

evaluations which are deemed necessary to the system--grades, passing a

proposal or written examination, etc.--professors must maintain a social

distance so that evaluations may be made objectively. This tension between
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the professors as role models or examples, and their functions as

evaluators causes ambivalence in students. FL example, a student might

wish to work under a professor because he is an important figure in the

field, yet avoid him because of his arbitrary grading policies. In any

case, the results of our questions about professors and the comments of

students about their professors leave little doubt of the importance of

student-faculty relations.



Part Four: Students' Evaluations of Their Schools and

Their Reactions to Their Experiences

We first repc!t students' ratings of the adequacy of their

schools'or departments' admissions procedure, formal degree re-

quirements, assistantships, library and facilities and advising.

We next asked students for their personal reactions to their

experiences in advanced education, then examined the changes in

students' self-ratings.
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Chapter 7 -- Students' Evaluations of Their

Departments' Facilities and Policies

Students are barraged by a series of rules, requirements and facilities

as they go through graduate or professional school. They must deal with

departmental or school decisions before they arrive in the admissions process.

The definitions of their progress, status and what they can study are set

by departmental and school policy. Their very attendance may be determined

by the availability of scholarships or assistantships. The educational value

of assistantships may be determined by the range of activities allowed to

the assistant. How much the student learns may be affected by the availabi-

lity and quality of the facilities. The students' adjustment to the school

will be affected by the helpfulness of the department and the quality of

departmental faculty advising. Consequently, because of the importance of

policies and facilities, we devised a number of questions about them in the

areas of admissions, formal degree requirements, assistantships, facilities,

and departmental and faculty advising. Students evaluations are shown in

Table 7.1 of these areas.
e

Admissions. An earlier question asked of the students when they were

seniors generally indicated that they felt the admissions procedures were

fair, prompt, and fairly efficient. Students still seemed as satisfied a year

later. The majority of students in every field rated as "adequate" or "good"

the flexibility of course requirements for admissions, the speed of reply about

the departments's or school's decision, and the information provided for applicants

Formal Degree Requirements. The majority of students in every field also

gave good ratings to the clarity of degree requirements, the relevance of

requirements to the actual work in the field, and the number of formal steps

to the degree. Fewer students felt satisfied with the difficulty of meeting
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Table 7.1

Students' Reactions to Graduate and Professional School
Practices and Facilities*
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Admissions

Flexibility of course requirements
for admissions 66 71 69 72 59 69 69 69 6F

Speed of reply about department derision 61 65 69 66 51 60 61 55 62
Information provided for applicants 62 62 67 65 57 68 70 67 66

Formal Degree Requirements
Clarity of requirements 71 66 74 69 63 74 77 72 72
Relevance of requirements to the

actual work in the field 66 69 73 70 61 70 73 69 69
Number of formal steps 53 54 63 62 52 48 50 55 55
Difficulty of meeting steps to a degree 52 60 61 59 46 42 48 53 52
Proportion of courses required in
major area 64 70 72 71 61 33 46 62 60

Proportion of courses allowed in minor
areas 46 58 60 57 47 24 31 46 45

Reasonableness of language requirements 69 61 60 64 48 17 25 49 47
Opportunities for independent study 61 68 69 69 52 34 50 55 56
Opportunities for undergraduate

teaching experience 46 52 56 45 35 5 13 22 31

Assistantships
Amount of stipend or salary 37 47 61 42 21 5 12 25 30
Steps in appointment procedure 30 4' . 52 36 19 3 9 19 25
Award process 26 40 47 32 18 3 7 19 23
Relevancy of work to academic progress 40 51 54 41 27 5 15 29 31
Chance to act in a protessional role 41 46 54 39 26 8 19 28 31
Relevancy of work to ultimate
professional work 46 54 56 43 28 10 1- 10 33

Abrary and Facilities
Library books in field 63 64 72 63 61 75 76 68 69
Library hooks outside field 63 62 67 66 62 35 41 61 57
Library journals in field 62 67 76 74 65 61 79 72 72
Library hours 59 62 73 68 61 74 70 67 68
Service from library staff 68 66 74 72 63 66 76 69 70
Availability of laboratory facilities 28 68 61 41 38 11 71 38 43
Quality of laboratory facilities 27 69 59 40 39 8 71 36 42
Study and lounge space 45 44 63 57 54 48 58 56 55
Equipment for class work 39 66 63 50 49 23 72 51 51
Access to computer facilities 13 50 71 54 32 5 37 45 41
Quality of computer facilities 18 59 72 57 36 6 40 44 42
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Table 7.1 (Cont.)

Area

Departmental and Faculty Advising
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Helping students fird assistantships 40 52 58 47 25 6 25 29 33
Helping students find other Kinds of jobs 31 10 39 34 30 19 27 35 32
Helping students obtain financial aid 41 50 52 45 30 25 50 41 43
Helping students find housing 24 32 28 22 23 18 34 29 24
Helping spouses of students find work 9 18 16 16 10 7 27 16 15
Advisir.6 about academic requirements 59 68 69 64 55 46 51 60 59Guidance in selection of course work 56 66 65 60 58 36 35 53 50Supervision of students' course work 55 61 61 62 52 25 42 53 48
Advice in selection of thesis subject 42 56 50 47 25 4 9 28 27
Supervision of thesis research 39 55 51 49 22 4 8 27 26

*
Figures show percentage of each group who sad their school was adequate or good
in each area.
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steps to a degree. In law, medicine, and educat ion, the proporl ion rating

the policy as adequate drops below a majorit.

Thu percentage of all students who feel that the proportion of courses

required in the major area is satisfactory is 60 percent, but 46 percent of

the medical students considered the proportion satisfactory, and only 31 per-

cent of the law students thought so. A similar question, on the proportion

of courses allowed in minor areas drew a similar response, except that the

level of satisfaction was lower it every field. Law and medical students

were again the least satisfied. The requirements of the curricula in these

two fields usually allow for iew, if any, courses to be taken outside the

professional area. Jifferences between the fields in students' satisfactions

with opportunities for independent study probably stem from the same cur-

ricular demands in the professions. Students in the professional fields,

particularly law, were less satisfied with opportunities for independent study

than students in the graduate fields. Tht.:re were also sharp differences be-

tween the pr,;Iessional and graduate fields on two items which were only

appropriate to graduate fields. The professional school students typically

left blank the questions about the reasonableness of language requirements

and opportunities for undergraduate teaching experience. The majority of

students in the graduate fields felt the language requirements were reason-

able, but their opinions seemed to be split on the opportunities for under-

graduate teaching.

Assistantships. The questions on assistantships also did not apply to

most professional school students, although a few education and other profes-

sional school students did answer the questions. Students in the physical

sciences and engineering seemed most satisfied with assistantships; with the
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exception of the award process, the majority of this group rated the aspects

of assistantships as adequate or good. Students in the arts and humanities

seemed least satisfied, altogether. Students in the social sciences were

the least satisfied with th.. chances to act in a professional role as assis-

tants, and the relevance of the assistantship work to ultimate professional

work.

Facilities. The results for these questions are fairly easy to sum-

marize: where a facility is relevant to the field, students rate it as

good or adequate. Libraries are relevant to every field, and the clear

majority in every field felt that the library books in the field, journals

in the field, library hours, and service from library staff were adequate.

With the exception of law and medical studeuLs the majority of students

felt that the library books outside their field were adequate or better.

Laboratories are most relevant to students in biological science, physical

science and engineering, and medicine: the majority of students in those

fields rated the availability and quality of laboratories as adequate.

Computers are most often used in biological science, physical science and

engineering, and social sciences; students in those fields gave satisfactory

ratings.to the accessibility and quality of the computer facilities. Equip-

ment for class work (demonstrations, experiments, etc.), are most often

used in the sciences and medicine: students in those fields are satisfied

with those facilities. Study and lounge space was seen as less adequat-

by students in arts and humanities, biological sciences and law. It is

difficult to understand the reasons for these differences.

Another indication of students' basic contentment with their schools'

facilities was the very low number of comments about facilities. Students
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did not go out of their way to praise them, but they did not criterize

them in their comments either. Perhaps it is a sign of the affluence of

American graduate and professional education that students seem to simply

assume that adequate facilities will be available, and that they are.

Departmental and faculty advising. Students in many fields reported

that their school or department gave them little help in meeting a number

of real life requirements for attending graduate or professional school.

Few students rated their departments as adequate in helping the spouses of

students find work, helping students find housing, or helping students find

jobs other than assistantships. The departments and schools got better

ratings on helping students find assistantships and helping students obtain

financial aid. However, even in these areas only a minority of students

in a number of fields considered the help adequate. Only in biological

science physical science and medicine did a slight majority rate the help

in obtaining aid as adequate. Of course, questions about assistships are

most relevant to graduate fields, but even there, less than half the arts and

humanities students and social science students considered the help adequate.

Considered together, it appears that schools and departments could do a good

deal more to help their students take care of some essential tasks.

It is fairly easy to summarize students' feelings about the quality

of advising about academic requirements, guidance in selection of course work,

and the supervision of students course work: a majority of students in the

graduate fields, education, and other professions were satisfied. In law

only a minority was satisfied, and in medical school only a minority was

satisfied with the exception advising about academic requirements.



The items referring to the-;is work apply to the graduate fields.

It seems that a majority of students in the biological sciences and physical

sciences and engineering were reasonably sat isf ied, the students in arts and

humanities and social sciences were less satisf ied. Of course, even in the

graduate fields some students may have felt that it was too early in their

careers to evaluate thesis advice.

Reflecting their mixed reactions in the item results, students had

mixed things to say about the quality of advising and help. Some students

pointed out that number of the functions mentioned in the questionnaire were

handled by other parts of the university.

"Helping students find housing" and "Helping spouses of
students find work" are NOT functions of the department or
faculty. Housing is handled here at by the Married
Student Housing Office--far better and more responsive than
any civilian or military landlords or agencies I have seen
or heard of. Unmarried students find ample space in a high
rise half-iled graduatestude%t dorm, or through abundant
bulletin board ads for apartments and houses.

Some felt that faculty should not be held responsible for their students'

adjus;tment to advanced study.

You may note also a tendency to hew to middle
path on questions regarding ,t)i.lities of teachers
anJ unseliing facilities to students.
Tha be attributed to the Lid-fashioned view
that teachers are to teach, not hold students' hands,
and students are to learn, net have personal'problems
solved.

However most comments about help and advising were critical.

The really major problem, however, is neither
teaching nor research skills but advisor skills.
They are almost incapable of communicating with
students honestly about the student's progress- -
until the Chairman sends a probation letter and the
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stuHent is stunned. They are too busy trying to be con-
genial and friendly instead of honest and effective in
terms of helping the student realize his potential. Stu-
dents must be each others advisors--but they are not in
touch with all the relevant information!

*

This department is rather hierarchical, reminiscent
of one of the worse features of a Europear. university. From
my vantage point, I see little positive interaction between
faculty and graduate students, graduate students and under-
graduates, undergraduates and faculty.

* * *

It would seem to me that greater interest, concern
and skill in advising graduate students would be helpful,
especially those returning to school after a number of
years' absence. To be met with indifference, rudeness
or incorrect information does not help the University.
What can be done so that advisors don't have to see
hundreds of students in the few days of registration?

* * *

Students are used to fullfill the egotistical desires
of their advisors and are not considered as "pe....ple seeking
an education to solidify their own dreams." The most
deplorable thing that happens to the average graduate stu-
dents is the dehumanization inflicted by the advisor and
faculty via this long practiced educational "jack-assery."

* * *

1 have been very disappointed in my thesis committee.
I feel that I've gotten very little help or support from
them. I feel that they have skills to share and that "to
work with someone" sh._,uld mean more than going to the
library.

Tae survey doesn't seem to account for the importance
an individual may hcid. The Chairman of the Graduate
English Division is condescending, moody, unhelpful, and
downright rude at times-- And he is the person we all must
deal with at least 4 or 5 times a year. His office is poor-
ly organized & inefficient. I know very few students who have
ever been counseled by their advisors--advisors customarily
check to sea if the students are satisfying departmental
requirements. I have never been asked about my own interests.
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The quality of advising graduate students is in
general very puur. I feel that this reflects lack of
interest and concern on the part of the faculty rather
than the students. There were no overall orientation
meetings for entering graduate students, no outlines of
degree requirements or expectations boyond those out-
lined in the catalogue, and no contituing advising
programs to ensure satisfactory progress of graduate
students. This is an intolerable situation, I feel,
and represents a waste of resources. Any close associ-
ation with faculty members is entirely up to the student
to pursue; no one stresses the importance of such pro-
fessional association; and students are thereby deprived
of an extremely important part of taeir graduate education.

Set up an advisory body for graduate students- -
orientation to the program, evaluation of progress,
encouragement for faculty affiliation, information on job
placement. This is vital!

In sum, graduate and professional school students :seemed to be fairly

satisfied with their schools' admissions practices and most formal degree

requirements. Students seemed to desire more flexibility in the courses

they were allowed to take. Where students had a basis for reacting, they

tended to be satisfied. Thus, in the fields where assistantships were common,

students seemed to be satisfied with various aspects of assistantships. (An

analysis of the responses of students who held assistantships showed them to

be quite satisfied.) Where a facility was relevant to a field students

tended to be satisfied with it. Overall, it appears that students are generally

satisfied with the formal aspects of their schools policies and programs,

and with the facilities provided. It is a credit to the affluence of American

education that facilities are seldom found wanting.

One area where students were often dissatisfied was departmental advising.

The student comments illustrate how aggrevating the lack of good departmental

advising can he. Graduate and professional students are, of course, adults,

and adults need accurate, useful information on areas that affect their lives.

Many departments could do a good deal more to provide this kind oc help.
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Chapter 8 -- Personal Ut Taos: Satisfaction with Advanced

Education and Changes in Self-Conceptions

A. Personal

Students' satisfaction with their graduate and professional school

experiences are important in their own right, since they affect student

morale and effort directly. But they are also important as indicators

of the success of the schools' programs and policies. Satisfaction can

also have a critical influence on students' decisions whether to continue

or dropout.

Students may enter with a disposition toward dissatisfaction if the

school they are attending is not their first choice of institution. As

shown in Table 8.1, nearly six in ten of the students said their present

school was their first choice of a graduate or professional school. Stu-

dents in the physical sciences and engineering, education and other profes-

sions most often reported they were attending their first choice of school,

law and social science students the least often. Students did not differ

greatly on their reports as to whether they were attending their second

choice school. However, whether a school was the students' first choice

did not have a strong relation to whether the student would "strongly

consider a different university or school within the field, if it were

practical to change." The students most willing to change were in the

arts and humanities and social sciences, with 45 percent in both areas

who would consider another school. The students least willing to change

were in medicine, education, and other professions, all with less
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Table 8.1

Graduate and Professional School Students' Personal Reactions
to Their Schools
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My expectations of what graduate or
professional school would be like
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are being fulfilled 48 61 67 53 56 60

I expected to be treated like a
colleague in graduate or professional
school, but find I am treated like
a student 27 25 21 34 28 31

I would strongly consider a different
field or study now, if it were
practical to change 23 14 19 26 20 15

I would strongly consider a different
university or school in the field,
if it were practical to change 45 37 31 45 29 37

This is my first choice of a graduate
or professional school 49 53 66 44 64 40

This is my second choice of a graduate
or professional school 26 20 18 28 16 26

The curriculum is too narrow 43 39 25 43 35 31

The curriculum allows sufficient time for
thoughtful consideration of the content 39 53 52 49 53 38

The courses generally complement
each other 61 68 75 68 69 80

There are sufficient opportunities for
interdisciplinary work 42 60 64 53 44 35

The grading system is fair 69 77 84 70 76 38

Courses should be on a pass/fail system 45 51 40 57 54 55

62 56 58

30 29 28

5 13 16

26 29 33

55 68 58

24 18 21

22 31 32

30 46 45

82 80 75

46 53 50

79 74 71

82 54 55

Note: Figures show percentage of each group indicating that the item reflected
their feelings about their graduate or professional school experience.
Options were "Yes" and "No".
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than three in ten students who would consider changing. Overall, a third

of the sample would be willing to change, suggesting that many students

feel a good deal of dissatisfaction with their schools.

Students were more satisfied with their fields than with their specific

schools. A mere 16 percent said they would "strongly consider a different

field of study now, if it were practical to change.' Only five percent of

the medical students would consider changing; 26 percent of the social

science students would consider changing. These results are consistent

with a number of surveys (e.g., Havemann and West, 1952) which have shown

about the same ordering of level of satisfaction with various fields.

People in the social sciences, for example, have consistently shown the

greatest dissatisfaction with their field.

Many students enter advanced study with the expectation that they

can, at last, cease being deferent students and can become adult scholars

and researchers. obviously, there are many years of work ahead, and the

process of "professionalization" is gradual. So, it may not be surprising

that 28 percent of the students agreed that they "expected to be treated

like a colleague in graduate or professional school, but find I am treated

like a student." It is difficult to understand why more social science

students (34 percent) felt this way than did physical science and engineer-

ing students (21 percent).

Generally, students seemed to find fairly few surprises in their experi-

ences. Nearly six in ten said "My expectations of what graduate or pro-

fessional school would be like are being fulfilled." Some two-thirds of

the physical sciences and engineering students felt their expectations
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were being met in contrast to less than half the arts and humanities

students. Other information indicated that these fields consistently

differed in their students satisfaction with the curriculum and friendliness of

the graduate community, so perhaps the differences are not too surprising.

Students' comments about their satisfaction showed a wide range of

feelings and opinions. Some were'very critical.

"I consider this school an intellectual cesspool."

Some were laudatory.

I am grateful for the opportunity to study medicine,
particularly at . I shall strive to make the insti-
tution a better place for my fellow students, future students,

and myself in any way I can.

(This comment came from the same school as the first.)

Some students felt that they were not treated with respect.

I haven't "suffered" such juvenile treatment since

sixth grade--this includes my military time.

Other students felt they were prov'ded ample opportunities to exercise

their individuality with maturity.

University I have found to meet my ex-
pectations precisely at the points where I am let down:

Its emphasis on tough-mindedness and independence (even
creativity) is limitless and encouraging IF your back-

ground is sound and your ability to perform without
adequate cues and structure very secure. There are no

set "c .urses" in history here. It is assumed that the
student already knows what to do & how to do it. The

university is merely to provide the time & place. This

is, I feel, a mature and repectable approach by the
department: no student is "coddled," and intellectual

independence is encouraged as it is work of excellent

quality. The atmosphere is informal, the number of
students very limited; but again, this seeming strength
may be troublesome to timid souls of the less well
prepared student. Obviously, I am saying that this
school is a wonderful & stimulating opportunity for the
intellectual growth of a certain standard type of
student--and something very difficult for all others.
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Confident students of proven ability to perform in
history should find work here both exacting and
stimulating. The professors are a group with diverse
personalities & backgrounds, but all demonstrate
(to me) a competence and love of work extremely
uncommon. Their excitement gives this place a facination
I think most serious students would find hard to resist.

A few students felt that the tasks of advanced education were not intrin-

sically rewarding.

I do not feel that an advanced degree is worth all
the trouble that a student has in getting through
graduate school. I have been in graduate school for 10
months, and now I think I would rather have a technician's
job, where I can see the results of my work and know that I
am doing something which must be done.

Some students felt that advanced education did not effectively prepare

students for the real duties of their fields.

I don't feel law school provides a particularly
interesting, relevant, stimulating, or updated prepara-
tion for entering practice.

The ext.nsive "case method" approach should be limited
and supplemented by outside legal work with credit. More
opportunities for input of one's imagination should Le
afforded. Courses emphasing counseling, trial practice, new
uses to which the law might be put etc. are rare if not non-
existent. Merely examining particular aspects of theor!..es
embodied in edited cases hardly fosters imagination,
initiative, positive thinking or creative approaches to de-
ducing and solving intricate problems out of complicated
factual situations.

Finally, some students eloquently described the multiple factors outside the

graduate ex4ience itself, which can influence their satisfaction.

filing out this questionnaire may be somewhat in-
appropriate, or indeed invalid because while this is my first
year in graduate scnool at University, I had a
year working on an M.A. at the University of
followed by 2 yrs. 7 months in the Army. This added "experience"
has in my opinion affected my answers to the various questions
in the following ways. I am somewhat more cynical, or at leastless idealistic in my expectations in graduate school; the
various shortcomings, contradictions, or if you will, injustices
do not bother me as much as if I were starting out. This
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results in an apparently paradoxical, though i think consistent
tendency to rat the school higher and not castigate its short-
comings. Even the most starry-eyed idealist in some sense
includes the possible in his calculations, and since my notion
of the possible, based on experience, is probably rather lower
than the new student, I am inclined to rate the real situation
that much higher.

In the same vein, I have tendd to look "with reservations"
at the various idealistic proposals in the questionnaire
because I have seen how such things get tangled up in problems
of feasibilitysbureaucratic inertialand finances & finally end
up as pavement on the proverbial road to hell.

Finally (and I am trying to keep this short) the question-
naire does not really hit at the problem that is foremost in
the minds of nearly all graduate students that I know, i.e., the
economics of the thing, not so much financing while in school,
but jobs when one finally gets the degree. For all of the faults
and absurdities that one finds in graduate school, I like it
(or I wouldn't be here) and am willing to put up with some fairly
extreme pedantry and penury if there is a reasonable chance of
some reasonable financial rewards at the end. But with the
current economic situation, and the "glut" of Ph.D.s on the market,
it is hard not to be apprehensive and to wonder whether the
hassle has been worth it. Once again, my own personal situation
clouds my judgment, as the time spent in the military is time
lost and in a large sense irrecoverable and I also happen to
have a wife who believes in the capitalist ethic with a vengence
and who spends an inordinate (to me, anyway) amount of time call-
ing my basic assumptions & values (love of learning, intel-
lectualism, lack of materialism et al) into question. I find
myself engaged in a race trying to finish this business before
it (or rather the circumstances that surround it) finish me.
Don't mistake me: I like graduate school and what I'm studying
more at the time; its just that the ivory tower is rather
exposed to the elements.

B-Curriculum and Grading

In this block of questions we also asked students for their

reactions to two aspects of the graduate and professional school experience

which often have a strong effect on students' satisfaction with their

educations: the curriculum and grading.

Students in the arts and humanities and social sciences, the two

broadest fields, were most likely (43 percent) to feel that "The curriculum

is too narrow". Two of the most clearly specified fieldsmedicine and

physical sciences and engineering-7were the least likely (22 and 25 percent,
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respectively) to feel that the curriculum was too r rrow. Perhaps the

variety of the students interests and expectations led the arts and humani-

ties and social science students to feel that the breadth of the offered

courses was too small.

With the exception of arts and humanities, about half the students

in graduate fields felt that the curriculum allows sufficient time for

thoughtful consideration of the content. Only three in ten medical

students and four in ten law students felt they had sufficient time. The

graduate fields are supposed to encourage "thoughtful consideration" of

the content of courses and the pressures of law and medical education are

legendary. However, it is striking that even in the highest field, only

53 percent of the students find they had adequate time for consideration

of their courses.

Students were more positive about the logical integration of the

curriculum: 75 percent felt that "The courses generally complement each

other." Students in the professions, which generally have carefully

integrated and explicit curricula, most frequently responded positively

to the item. The students in arts and humanities least frequently

responded positively (61 percent). Perhaps the very diversity of some fields

(not sufficient according to some arts and humanities students as we saw in

an earlier question) leads to the feeling of a lack of structure by their

students.

Predictably, law school students seemed to be the least satisfied with the

opportunities for interdisciplinary work (35 percent). Biological science

and physical science and engineering students were most satisfied (60 and
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64 percent, respectively). Overall, only 50 percent of the students felt

that there were sufficient opportunities for interdisciplinary study.

Results in Chapter 14 indicate that the majority of students are in favor

of more interdisciplinary study.

Some seven in ten of all students felt the grading system used by

their school or department was fair. Students in the physical sciences

most often felt their grading system was fair (84 percent). Law students

least often felt their grading system was fair (38 percent). The grade

distribution information presented in Chapter 4 indicated that law

schools award a distribution of grades very much like that used in under-

graduate colleges. For students who have consistently obtained fairly

high grades, these grades may be upsetting.

Some 55 percent of the students felt that courses should be on a

pass/fail system, but opinions varied considerably by field. Medical stu-

dents, who are already in pass/fail situatbns, were in most favor of the idea

(82 percent). Students in the physical sciences and engineering who tend

to be generally conservative on academic issues, were in least favor of the

idea (40 percent). (Student comments about grades and_pass/fail systems are

persented in Chapter 14.)

-uients seem to feel their expectations about advanced study were b

met, and few would consider changing to a different field. However, about

a third would consider changing their department or school. Students seem

to be satisfied with the breadth and integration of the curriculum. However,

only a minority felt they had time to really think about the content of the

curriculum. Most students were satisfied with the grading system. Overall,

then, students seem to be satisfied with the fields they have chosen, and to

a lesser extent, their institutions.
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Changes In Self-Ratings and Self-Conceptions

Students'conceptions of themselves can have a powerful effect on the

amount of effort they put to their studies, their reactions, their

definitions of successful performance, and their perserverance at the tasks

that face them. (See The Graduates) Thus, self-conceptions can affect

students' educational experiences. But students' educational experiences

can also affect their self-conceptions. A failure on an examination can

be a crushing defeat for a student who has always been successful in his

academic work. Humiliating criticism can lead a student to doubt his

capacity to handle high level work.

To study the possible influence of graduate and professional school

experiences on students' conceptions of themselves we asked them to rate

themselves on twelve abilities. They had also rated themselves on these

abilities as college seniors. The twelve abilities were chosen because

they were related to seniors' educational or vocational progress in other

analyses.

We examined the change in the percentage of students in each field who

considered themselves in the top ten percent on each ability. If this per-

centage had changed by as much as 10 points from the senior year to a year

later we considered the change to be meaningful. As shown in Table 8.2, stu-

dents in every field lowered their ratings of themselves in scholarship.

The sharpest drops were in law, where the percentage declined from 51 to 22

percent, and medicine where the percentage declined from 54 to 30 percent.

It seems plausible that students who are associating and competing with

other bright graduate and professional school students would feel less

superior than they did in their undergraduate college.
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The fields differed in their impact on other self-ratings. The

self-conceptions of arts and humanities and social science students

remained essentially the same as they were when the students were seniors,

except for scholarship. Students of the biological and physical sciences

lowered their estimates of their abilities in science by 22 points and in

mathematics by 17 points. Again, the students probably redu:ed their

self-estimates after encountering other students who were as able as

they were in science and mathematics.

Students in medicine also lowered their self-estimates of their

abilities in areas that seem related to their studies, including scholar-

ship, (a drop of 24 points) memory, (16 points) mathematical ability,

(13 points) and scientific ability (20 points). However, they also rate:?

themselves 10 points lower on leadership ability, suggesting that medical

students' general self-esteem may have been touched by their medical

experiences.

The self-conceptions of law students may have been affected even more

than those of medical students. Like other students, their rating of their

abilities dropped in areas related to their studies of law. They lowered

their self - ratings of scholarship by 29 points, of memory by 17 points, of

reading ability by 11 points and of writing ability by 10 points. However,

they also lowered their conceptions of the ability to act when limited

facts are available by 15 points and their leadership ability by 18 points.

How can we explain these changes in self-conceptions? One answer may

lie in research on the social psychology of groups which indicates that

people compare themselves with others more often when they: a) have more
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contact with them, b) are in competition with them, and c) when they

can observe each others' performance. The more people compare themselves

with other people, the more their ideas about themselves are influenced

by other people (La Benne and Greene, 1969). Thus, the more contact

students have with other students, the greater the competition they feel

with other students, and the more they can observe each others' perfor-

mance, the more their conceptions of themselves will be affected. The

fields in which there was the least degree of change of self-conceptions,

social science and arts and humanities, are also the fields where students

tend to respond to academic demands alone, rather than in groups.

Furthermore, the students have little chance to observe the performance of

other students. For example a history graduate student may have a few

classes with other students, most of which are not required of all students.

He would study by himself, turn in his papers to his professors, and give

answers to examinations, all of which would be done without much contact

with other students, and without observation by other students.

Students have more contact with one another in laboratories in the

biological and physical sciences. There is also more need for students

to demonstrate their understanding of the subject before other students in

science classes. For example, students may be called on to solve problems,

demonstrate proofs, etc. The degree of decline in self-ratings is cor-

respondingly greater in biological and physical science.

In medical school students enter and procede as a class. They are in

frcquent contact in the laboratories, an,1 all must take the same classes.
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Thus, the amount of contact and opportunities to judge each others' perfor-

mance is greater. Students' sell-ratings declined more in medicine than in the

graduate fields.

Finally,law has many of the features of medicine: students are educated

as a class, there is frequent contact in the classroom and libraries, and

observation of each others' performance is almost a daily affair with the

law school custom of asking students many questions in the "socratic method"

of teaching law. In addition, law schools have an intense level of competi-

tion; class standing can seem critically important in the minds of many

students. Perhaps this complex of competition and visable performance

accounts not only for the general decline in self-ratings, but also accounts

for the fact that the areas of greatest decline include "the ability to

act when limited facts are available" and "leadership."

Students enter graduate and professional schools with a history of

successes behind them. Their self-conceptions, based on these successes,

are correspondingly high. As they encounter students with equal ability and

accomplishments, their conceptions of themselves as persons with exceptional

talents decline. The greater their degree of interaction with other students,

the greater the decline in their self-conceptions.
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Part Five: Comparisons of the Experiences of Blacks

and Whites and of Women and Merl

In this part, we examine the differences in the finances,

experiences and reactions of blacks and whites. Then we

examined the extent to which the graduate and professional school

experiences of men and women differ.
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Chaptr 9 -- Black and White Experiences in

Graduate and Professional School

Much has been written in the last ten years about the underrep-
t

resentation of blacks in higher education. Most writers concentrated

on the transition from high school to college. They pointed out that

black high school graduates had gone on to college less frequently

than whites. At least partially as a consequence, a great deal of

effort has been given to policies and practices which have increased

the opportunities for black students to enter college. Individual

colleges actively recruited black students, offered black students more

financial aid and made efforts to help blacks adjust to college by pm-

viding counseling and tutoring. In addition national groups such as

the National Scholarship Service and Fund for Negro Students (NSSFNS)

and the National Merit Scholarship CorporaLion worked over the years

to increase the number of blacks on college campuses by active

recruitment and scholarship programs.

Apparently these efforts have been successful. The percentages

of black high school graduates continuing on to college had definitely

increased. A recent U.S. Department of Labor study showed that the

proportion of black and white high school graduates who went on to col-

lege was the same. Other surveys by the Americ..n Council on Education

showed sizable increases in the number of black college freshmen.

What seems to have been forgotten is the attendance patterns of

black students in graduate and professional school. The high school

to college picture is looking brighter for blacks, but what about

1
I wish to thank Rodney Hartnett for his very helpful advice on this chapter.
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the opportunities for black colleges graduates to participate in advanced

study?

As a partial answer there is some evidence that. black college students

have higher degree aspirations than white students. Surveys by the American

Council on Education have repeatedly shown that black college freshmen have

higher degree plans than whites. Data presented in The Graduates indicated

that black seniors in a national group of 94 colleges planned to go to

graduate or professional school the next fall more often than did white

students.

At this point one may wonder, as we did when we completed our senior

survey, if the plans of the blacks would actually prove to be realistic.

There were several reasons to wonder if blacks wok...d actually go on. Most

obviously they faced financial obstacles, since their parents often had

limited financial resources. However, as shown earlier in Chapter 1,

we found that equal proportions of blacks and whites (34 percent of each

group) had gone on to graduate and professional school. The results were

consistent with several other recent surveys which have shown that the

number of black graduate and professional school students has increased

markedly in recent years. Thus, many black college graduates are continuing

their educations. However, there were still major differences in the areas

they entered as shown in Figure 9.1. Overall, 22.1 percent of the blacks

compared to 29.4 percent of the whites were studying the traditional

graduate fields of arts and humanities, physical science and social science.

Some 29.0 percent of the blacks compared to 36.0 percent of the whites were

studying one of the professional areas of architecture, business, dentistry,

law, medicine, and pharmacy. Although large numbers of blacks are going
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on for further education, they are not as often found in the fields

that will staff many of our colleges, and they are not as often found

in certain professional fields. Much more needs to be done to recruit

blacks into certain fields, particularly engineering and biological

science.

However, even if the distribution of fields blacks and whites

enter could be altered, there is evidence that the graduate and pro-

fessional school experience differs for blacks and whites. The under-

graduate experiences of blacks and whites differed, as Rodney Hartnett

showed in Chapter of The Graduates. Do the experiences of blacks and

whites continue to differ in advanced study, or are the demands such

that all students face the same problems in adaptation?

To answer this question we compared the responses of black and white

students in both the follow-up sample and the augmented sample. The

results were basically the same in both samples. The results from the

augumented sample wil be reported, unless they differed from the follow-up

sample. Where the differences are small results for a combined sample

will be reported. Where the differences are large both will be reported

and the discrepancy analyzed. The differences between blacks and whites

in particular fields were not reported because the numbers of blacks were

too small in any particular field to warrant detailed analysis.

The low family incomes of black students influenced the way they

financed their advanced education. The majority (62 percent) of white

students had borrowed nothing to attend graduate or professional school,

compared to 33 percent of the blacks. Among the black students,



-139-

35 percent had borrowed up to $2,000 and 16 percent had borrowed

more. The comparable figures for whites were 21 and 10 percent.

Most of these loans (and other loans from undergraduate school)

remained to he paid. Most whites (56 percent) said they owed nothing;

20 percent owed UD to $2,000, and 19 Percent owed more. The comparable

figure for blacks are 20 percent owing nothing, 35 percent owing up

to $2,000, and 30 percent owing more.

In spite of their presert indebtedness, black students thought

they would need to borrow even more to complete their studies. Many

(39 percent) black students thought they would have to borrow more

than $2,000; 10 percent thought they would have to borrow up to

$2,000, and' onlv 30 percent thought they would need nothing. The

comparable figures for whites are 22, 11 and 57 percent.

The loans to black students most often came from banks (23

percent said this was a source of their support) and from the school

or universit: (20 pei.Leut said this was a source of support). The

figures for whites were 1R ani 12 percent resnectiyely. Black stu-

dents were also much more likely to count a scholarship or fellow-

ship as a source of support; 60 percent reported scholarships from

their schools, and 37 nercent reported scholarships from outside

the university. Only 25 percent of whites reported scholarships

from their scnools and only 13 Percent reported scholarships from

outside thc Ilnivi!rsitv. Whites were mon. likely to count parental

aid (54 perconr vs. 39 percent) and personal savings (52 percent vs. 37

percent) among tl,eir sources of support.

In short, blacks generally had to borrow money or rely on

scholarships to be able to attend graduate or professional school,



whereas whites tenOed to rely on fnmily aid or their own savings.

Blacks and whites also differed when we asked students to

rate the helpfulness of some sources of information and advice in

choosing a graduate or -,)rofession :-(hool. Blacks more often than

whites considered the following to he helpful: advice from parents

(44 percent of blacks vs. 28 percent of the whites); publications

of national test programs (26 vs. 11 percent); advice from a pro-

fessional in the field (46 vs. 34 precent); advice from a graduate

or professional school admissions officer (36 vs. 24 percent); and

a visit from someone recruiting for the school (28 vs. 6 percent).

The last two influences suggest that black students were fre-

nnpntly solu"-:- out and recruited by aradu-,te an-1 rroeessional

schools.

It also seems plausible that many blacl's were recruited for

advanced study when we look at their undergraduate grades. About

a third (34 percent) had undergraduate grades of C or C+, compared

to 16 percent of the whites; 44 percent had B grades compared to

32 Percent of the whites;and only 21 percent had B+, A or A+

grades compared to 50 percent of the whites.

If we put together the information on finances, sources of

advice, and academic performance, it seems plausible that many black

students have been sought out by graduate and professional schools,

admitted even if their grades were only average, and provided with

loans and scholarships. This description does not apply to every

black student,of course, it does suggest that graduate and pro-

fessional schools have attempted to enroll blacks.
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Given these initial differences, did black and white students

differ in their descriptions of their schools' characteristics

and features? Did their experiences and reactions differ?

Perceptions. Interestingly, blacks and whites described the admin-

istrations of their schools in the same way on the seven items shown

in Chapter 5, reflecting several aspects of administrative style.

Blacks and whites differed on only one of the twelve items deal-

ing with ether students; they more often felt "there are lots of

student cliques" (69 to 58 percent).

Of eleven items that dealt with the academic program, blacks

and whites differed on one. Blacks less often felt that "I do

not like the course work, but it is required for the career I have

chosen" (36 to 49 percent).

Blacks and whites differed on one of nine questions about the

general atmosphere of their departments. Blacks less often felt

that their school or department had a liberal environment (43 percent

for black to 57 percent for whites).

Satisfaction. When students were asked to rate the adequacy of

the various facilities or policies discussed in Chapter 7, blacks and whites

continued to show differences. Blacks and whites differed more in their

opinions of formal degree requirements than any other area. They dif-

fered on four of the items. Blacks were less satisfied with formalities

such as the difficulty of meeting the steps to a degree (43 to 53 percent).

Blacks were also less satisfied with the opportunities for independent

study (46 to 56 percent) and the opportunities for undergraduate

teaching (23 to 33 percent). Finally, blacks were not as satisfied
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as whites (59 to 69 percent) with the "relevance of require -

menu to the actual work in the field."

Blacks were not less satisfied than whites with the six aspects

of assistantships studied in the survey.

Blacks and whites did not differ on any of the eleven items

which dealt with the adequacy of the library, laboratories, com-

puters and other facilities.

The groups also did not differ on the ten items concerned

with the adequacy of departmental and faculty advising.

Reactions. Of the 12 items discussed in Chapter 8, which dealt

with students' personal reactions and opinions toward graduate or pro-

fessional school, blacks and whites differed on one. This was "My

expectations of what graduate or professional school would be like are

being fulfilled" (47 percent of the blacks agreed compared to 58 per-

cent of the whites).

Reforms. Some of the most striking results appear in the com-

parisons of black and white students' opinions about reforms in.

admissions. (These will be discussed in Chapter 14.) Some 61 percent

of the blacks in contrast to only 36 percent of the whites believed

that "More blacks and other minority group members should be admitted

to this department, even if they do not meet the usual minimum require-

ments." Another 61 percent of the blacks but only 29 percent of the

whites agreed that "More minority students should be admitted here, even

if some qualified majority students would be excluded." However,

blacks and whites were equally opposed to a quota system and to the notion

that "Admissions requirements should be made higher so that fewer people will enter
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advanced study, and eventually, few people enter the job market

in the field." Blacks and whites were equally favorable to

admission of more women and to the idea that admissions should

be on the basis of talents in addition to academic talent.

Blacks were less favorable than whites (25 to 45 percent)

to the idea that poorly performing students should be weeded out

in the first year. For some reason, blacks were less favorable

than whites (30 to 50 percent) to the abolition of required

classes after the first year. These two were the only items of

nine on which blacks and whites differed.

Blacks and whites did not differ on any of the six items

which dealt with innovations in graduate or professional study.

Blacks were more likely than whites (61 to 43 percent) to

believe that all students should receive scholarships so they

could concentrate =1 their studies, that scholarships should be

based as much on need as ability (75 to 64 percent), and that tuition

should be lowered (73 to 56 percent).

Descriptions of professors. Black students clearly felt more

remote from their professors than did white students. On the items

discussed in Chapter 6, black students less often described their

professors as friendly and accessible to students (57 percent of the

blacks compared to /4 percent of the whites), or described them as

treating students like adults (b3 compared to 80 percent). Perhaps

as a consequence blacks less often felt that their professors had the

respect of most students (55 to 66 percent).
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Perhaps because of their own concern with change, blacks

were less impressed than whites with the liberalism of t' it

professors' political views (23 to 37 percent). Black students

may prefer a fairly informal approach to learning with many

opportunities to consider ideas and opioions. They felt, more

often than their white counterparts, that their professors

exercised a good deal of discipline in the class (45 to 28 per-

cent). Blacks less often felt that they clearly explained the

subject matter (48 to 65 percent). Finally, blacks were less

impressed than whites (39 to 53 percent) with their professors'

ability to stimulate student learning.

To some degree, the blacks' feeling that the faculty is remote

and formal may be due to the fact that the students are black

and the faculty mostly whites. The black students have probably

learned to be skeptical of the friendliness of whites over many

years.

Are the experiences of black and white graduate and profes-

sional school students the same or different? The answer seems

to be that they are much the same but still different. We asked

students 141 questions about their graduate experiences. Black

and white students gave different answers to 22 of these questions

or about 16 percent of the questions. However, not all the dif-

ferences were very large. If we use a rough (and arbitrary) rule

of thumb that the groups need to differ more than 15 percentage

points for the difference to be really.meaningful, the groups would

differ on only 9 of 141 items or slightly more than six percent
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of the items. If we assume the items cover the breadth of the

graduate and professional school experience, these figures sug-

gest that something like 94 percent of the experience of blacks

and whites is the same, and six percent is different. If we were

to accept these hazardous calculations, it is useful to look at

the areas where the experience is the same and different. Black

and white students seem to react to the physical and student

environments in the same way. There were no or very few differences

in their views of facilities, departmental and faculty advising, sug-

gestions for innovations, ideas'to improve finances and support,'
t

assistantships, or feelings about other students and subjective re-

actions to the experience. The areas with the largest number of

large differences were the description of professors and formal

dcgree requirements.

In sum, blacks enter graduate and professional school with

several strikes against them. They come from families with limited

resources, for whom support of their children's advanced study

would be a considerable financial burden. Many blacks therefore had

to borrow money just to finish their undergraduate educations, and

many had to boLLow more to be able to attend graduate or professional

school. Thus, many blacks enter advanced study in debt, often to

the schools they were attending. In addition, in questioning the

graduates who had not continued their educations why they had not done

so, blacks emphasized financial reasons more often than whites. It

appears that finances are a large roadblock for many black students.
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From our data it appears that graduate and professional schools

are already doing a good deal to meet the financial needs of their

minority students. Efforts from private and governmental support

may need to be expanded.

A second possible area for reform, the redistribution of

fields of study, is difficult to deal with. \lore rigorous re-

cruiting programs in certain fields might attract more black

scholars, but it seems that changes need to be conducted earliEr.

It is necessary to interest high school seniors in certain

such as engineerine;, before there will be large numeis of bl

seniors in those fields. In many cases, students' stereot.;),s

about the fields may need to be overcome.

A recent Carnegie report (1973) points out that there are propor-

tionately few blacks among college faculty members. Statistics

for the traditional professions also show that there are pro-

portionally few blacks in these areas. It is clear that there

would need to be much change before blacks will be proportionally

represented on our college faculties and in our professions. As

a first step, there needs to be a large increase in the pool of

minority graduate and professional school students, the main

source of future college faculty members and professions.

Our data suggests that the differences in the educational

opportunities of blacks and whites seem to be narrowing. More

blacks are going to college and more are going to graduate and

professional school. However, before we will have the kinds of

equality projected by the Carnegie Commission for the year 2000,

there needs to be long range change in our schools and society.



-147-

Chapter 10 -- Comparisons of the Experiences of Men and Women

in Graduate and Professional School

Women are considerably less likely than men to go on to iiraduate or

professional school, even when they have high grades. We discussed

the possible reasons for the difference in Chapter 1. Do the same

influences hold sway in advanced education? Do the experiences and

reactions of men and women differ?

The women who entered graduate or professional schools were better

grade-getters than the men in undergraduate school. They continued to

out-strip the men in advanced study. Some 43 percent of the women had

A's. Thirty-one percent had B's, and 8 percent had C's. The comparable

figures foi men were 28, 27, and 19 percent! Women are often planned to

teach at a school or junior college (30 percent compared to 7 percent

of the men), and men more often planned to enter private professional

practice (7 to 22 percent).

In other areas there were few differences however. Men and women

worked to about the same extent, and had the same distribution of klads

of jobs. They were indebted to the same extent, and had the same dis-

tribution of sources of financial support. They received scholarships,

fellowships, and assistantships to about the same extent. Their opinions

about tests were the same.

Of 25 items which dealt with professors, men and women differed on

only one. Men more often than women (32 to 22 percent) felt that pro-

fessors excercise a good deal of discipline in the classroom. The rela-

tion of men and women Lo LAIL.ir professors seems to be the same.

1
About 18 percent of the men and 12 percent of the women were in

pass/fail systems. About 3 percent did not report their grades.
"U.
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Do men and women describe their departments or schools differently?

Of 39 items which asked students for their descriptions, men and women

differed on only five. Men more often described their institutions

as having administrations reponsive to school and student needs (69

to 59 percent). Men also more often felt that students actively parti-

cipated in extracurricular activities (55 to 40 percent), that students

valued the money they will make in their careers more than opportunities

to help other people (56 to 38 percent) and that there are lots of

students cliques (60 to 50 percent). Men also more often thought their

current studies required much more studying than undergraduate school

(78 to 66 percent). It is difficult to see any trends in these results

except for the suggestion that the women are less impressed with the

altruism of their fellow students than are the men.

However, when asked for their evaluations of the adequacy of admis-

sions practices, degree requirements, assistantships, facilities and

departmental advising, the views of men and women students did not differ

on any of the 36 items.

In their opinions about 26 possible reforms in graduate and profes-

sional admissions, requirements and grading, innovations, and financieg

and support, men and women differed on one. Women more often felt, pre-

dictably, that the scheduling and structure of the academic programs

should be reorganized to meet the special needs of women (39 to 21 percent).

Men and women did not differ on any of the 12 items which solicited

their personal feelings about their reactions to advanced study.
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Of some 141 items which dealt with the graduate and professional

school experience, men and women differed on seven or about five percent

of the items. There was a large difference--defined as more than 15

percentage points--on only two items. One item was an obvious one,

concerned with rescheduling and re-structuring academic programs to

meet the special needs of women. Except for such reforms as maternity

leaves, child care, and offering classes at more convenient times,

women students seem to want about the same changes as men. Women favor

certain reforms and are dissatisfied with a number of aspects of advanced

study, but men favor the same reforms and are equally dissatisfied. The

other item, dealing with students preference for money or service, may

have partly been due to the fields men and women had entered.

In short, the first year graduate and professional school experiences

of meal and women seem about the same. The experiences may differ in sub-

sequent years; however, during the first year it seems that the demands

of the advanced education bear equally on both sexes.



Part Six: Characteristics and Reactions of

Special Groups of Students

In this section we examine the following questions: "Who gets

scholarships and fellowships?," "Are older students different from

younger students?," and, "How does marriage affect students'

educational careers?" All the analyses in this section are based

on the augmented sample data.
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chapter 11 --

Who Gets Scholarships and Fellowships and

How Do They React to Graduate and Professional School?

The lwardillg of scholarships and fellowships is an important part of

advanced education. Awarding agencies often must deliberate on many complex

variables and cases so that they can feel they have awarded scholarships or fel-

lowships to the most deserving students. For example, is a bright student

whose parents make $7,000 a year less deserving than a student of average

ability whose parents are poverty striken? Obviously, "Who gets what?"

is a critical question. Its answer can affect the educational careers of

many students.

To seek an answer to this question in this study, we compared the

responses of the students who had indicated that a fellowship or scholarship

either from their Institut:0'm or some other agency was a major source of

support with the responses of all other students. There were 745 students

who were holders of scholarships or fellowships and 1656 other students.

The two most fundamental questions about scholarships are "do they

really go to the needy?", and "do they really go to the academically able?".

The answer to th first question is a qualified yes. The median income of

the families of students who received scholarships was approximately $11,500;

the median for students who did not was approximately $16,700. However,

nearly a fifth (19.6 percent) of those who received scholarships or fellow-

ships came from families with incomes of $20,000 or more a year. This is

only half the proportion of students from families making $20,000 or more

(39.1 percent) ;.monk; the students without scholarships, but it is still a
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sizable number. In contrast, 25.9 percent of the scholarship holders

came from families with incomes less than $8,000, compared to 15.4 percent

of the nonholders. The proportion of low income students is limited, of

course, by the number of low income students who attend college and apply

to graduate or professional school. However, Lhe number of low income

students who receive scholarships or fellowships ig fairly small. In fact,

in absolute nualbers, there were more students whose parents had incomes

below $8,000 among the students who did not receive scholarships than

among those who did. To some degree, the reason fcr distributions of

incomes may be due to the answer to the second question, "do scholarships

really go to the academically able?".

The grades of scholarship and fellowship recipients were clearly

superior to the nonrec.isients. Some 69 percent of the recipients had

undergraduate grades of B+ or higher, compared to 51 percent of the non-

recipients, and 46 percent of the recipients had grades of A to A+, com-

parel to 27 percent of the nonrecipients. At the other end, 12 percent

of the recipients had C grades, compared to 23 percent of the nonrecipients.

The figure of 12 percent is still surprisingly high. It appears that most

scholarships and fellowships are awarded to those who are academically

successful and relatively needy. A number of additional scholarships

and fellowships seem to be awarded mostly on the basis of students' ability

and others awarded mostly on need.

Students who entered different fields seemed to have different access

to scholarship and fellowship funds, as reported in Fart II. Graduate

students, particularly those in the sciences had more funds, professional

students, particularly in law, less.
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What kinds of students receive scholarships, and how do their reactions

to graduate or professional school differ from other students? Their

parents were slightly less well educated than other students, but these

differences were much smaller than the differences in income. For example,

tEe largest difference was in the percentage of students whose fathers were

college graduates; 36 percent of the recipients' fathers had college degrees,

compared to 43 percent of the nonrecipients. The recipients rated themselves

higher than wmrecipients on scholarship and scientific ability. These two

ratings were most strongly associated with academic performance and attendance

in graduate or professional school. Overall the values scholarship and

fellowship students looked for in their careers were much the same as other

students. They valued independence, interest in the work activities, making

use of their unique talents, and working with others. However the recipients

placed less emphasis on obtaining high incomes and more emphasis on making

a contribution to knowledge. They seem more interested in scholarship than money.

The recipients' reasons for choosing a professional field were consistent

with their career plans. Some 36 percent planned careers in university

research and teaching, another 21 percent planned to teach in colleges or

juni : and 18 percent planned careers as self-employed professionals.

The corresponding figures for nonrecipients were 16, 16, and 31 respectively.

Contrary to the expectations of some people, there were proportionally as

many women among the recipients as the nonrecipients. The home religions of

the students also did not differ. However, as a group, the recipients tended

to be slightly younger. and included more blacks and orientals than the non-

recipients; 12 percent of the recipients were black in contrast to 2 percent

of the nonrecipients, and 6 percent of the recipients were oriental in contrast

to 3 percent of the nonrecipients. Of course, the large majority of both
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groups were white. This is another indication of the apparent concern

of graduate and professional schools for minority students. The

graduate status of recipients and nonrecipients differed slightly.

Nearly all, 99 percent, of the recipients were attending school full-

time compared to 94 percent of the nonrecipients. Fewer recipients were

working (38 to 48 percent), and fewer of these students held teaching

assistantships (15 to 23 percent). This may be due to the practice, in

some departments, of spreading the aid and jobs to cover as many students

as possible. Thus if a student has a scholarship, he or she would be taken

care of, and another student would be offered an assistantship.

The scholarships and fellowships apparently did not meet all the

financial neads of the students who had them. Some 38 percent of the

recipients indicated that they needed to call upon their parents for at

least some support, 23 percent relied upon their spouses, 20 percent had

loans from banks, and 43 percent had reached into their per )nal savings.

Although all these figures are below those for nonrecipients, they are still

high. Furthermore, more recipients (43 percent) than . nonrecipients (34 percent)

believed they would need to borrow money to complete their educations. Thus,

the scholarships and fellowships seem to help recipients, they still do not

solve all their financial problems.

Recipients of scholarships and fellowships do get better graduate and

professional school grades than other students; 40 percent of the recipients

have grades of A- to A+ compared to 27 percent of the nonrecipients, and

57 percent of the recipients have grades of 11.4.- or higher compared to 40 percent

of the nonrecipients.



Were the reactions of scholarship recipients to their graduate and

professional schools different from those of other students? Generally, they

were not. Of the items concerned with the administration, other students, the

academic program, and the general atmospheres of their schools, recipients

and nonrecipients differed on only one. Some 53 percent of the recipients

'thought there were opportunities for innovative programs on an individual

basis, compared to 41 percent of the nonrecipients. Likewise, of the many

items on professors, recipients, and nonrecipients differed on only two.

Recipients more often considered their professors to be top notch researchers

(55 to 39 percent) and more often thought they were more interested in

research than teaching (42 to 30 percent).

Scholarship and fellowship recipients also do not differ greatly from other

students in their ratings of the adequacy of their school or departments' admis-

sion practices, formal degree requirements, assistantships, libraries and facilities,

and most aspects of departmental and faculty advising. They were, logically,

more satisfied than other students with their departments' help in finding

financial aid (53 to 38 percent considers._' the help adequate or very good),

and they were more satisfied with the guidance they had received in selecting

course work (58 to 46 percent).

The personal reactions of recipients and nonrecipients also differed

little. Recipients slightly more often said there were sufficient opportunities

for interdisciplinary study (50 to 39 percent).

Recipients and nonrecipients differed little in their views on possible

reforms in advanced education. Of the items on reforms in admissions,

formal degree requirements and grading, other innovations and finances and
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support, recipients and nonrecipients differed on only two. Recipients

more often felt that all students should be required to do some teaching

(54 to 42 percent) and that all students should receive scholarships (61

to 46 percent).

In sum, of 141 items concerning descriptions of educational programs,

professors, ratings of facilities and policies, personal reactions and

views of reforms, recipients and nonrecipients differed on only 8. Two of

these reflected the recipients'view that their professors valued research,

and two reflected their feeling that there were many options in the curriculum.

Two others reflected, in some way, their status as scholarship or fellowship

recipients. None of the differences was larger than 15 points. It may be

that scholarship and fellowship holders have more access to programs of

independent and interdisciplinary study, and that they have a little more

access to their professors' research, but e'en these differences were fairly

. 1
small. In sum, even though they get very good grades, it appears that the

graduate and professional school careers of scholarship and fellowship holders

are basically the same as those of other students.

1
Because the overall differences were so few, detailed analyses of recipients
and nonrecipients within particular fields are not reported.



Chapter 12

The Older Student in Graduate and Professional School

The student who returns to advanced study after a number of

years away from formal education is becoming more common in

graduate and professional schools. Projections of the future pat-

terns of advanced study indicate that older students will become

a maj.:r group of students in the future. The older students

surely have needs that differ from those of younger students, but

there is little evidence about what these needs are and how the

older students react to graduate and professional school programs

often organized for younger students.

In the augmented sample there were 1235 students who were 23 years

of age or less, 1050 students who were between 24 and 29 and 189

students who were 30 years old or more. We shall concentrate on

the students 30 years of age or more.

Who were the older students? The majority (64 percent) were

married and near half (48 percent) had children. About one in 8

were also full-time homemakers. The great majority (89 percent)

were enrolled full time. More of the older students (56 percent)

were working 'Alan the younger students (43 percent). About two-

thirds (68 perc.mt) wen_ men and one-third (32 percent) were women,

a greater proportion of women than among other students. The pro-

portion of blacks eras higher among the older students (12 percent)

than among younger students (5 percent). There were also fewer Jews

among the older students (4 percent) than among younger students

(12 per,.ent). They came from somewhat lower socioeconomic families,

on the average. They held somewhat higher opinions of their writing
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ability and sympathy for others in trouble than other students. Con-

sistent with the last result, they placed less value than younger

students on gaining high incomes from their nrofessions. Consistent

with their altruistic description of themselves, they were more

interested than younger students in teaching in colleges or univer-

sities (24 percent to 13 percent), and they were less interested in

self-employed professional practice (18 to 28 nercent).

Th. undergraduate grades of the older students were lower than

those of younger students: 49 percent of the older students had

college grades of B+ or higher compared to 58 percent of the younger

students. However, the first year graduate grades of older and

younger students were nearly the same, suggesting that the older stu-

dents may have bought greater maturity an.: motivation to their

studies.

Predictably, older students seldom relied on their parents for

support (10 percent), in contrast to one half of the younger

students (50 percent). Older students also relied more on their

spouses' employment than did younger students (41 to 26 Percent).

When choosing a school, older students, as independent adults,

relied less on almost every source of information than did younger

students, except for the departments or schools they applied to, and

their admissions officers. Older and younger students relied

equally on the advice of a professional active in their field.

Do younger and older students hold the same views of the environ-

ments of their schools and departments? Analyses of the questions
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on students' perceptions c. their institutions' environments indicated

that, by and large, younger and older students saw their environments

in much the same way. Older and younger students saw the administra-

tion in the same way, perceived other students in the same way, and

viewed the general atmosphere of their schools in the same way. The

only area where they differed was in their views of the academic

program. older students less often considered the work dull (29 percent

to 49 percent of the younger students), and less often said they dis-

liked the course work (27 percent to 43 percent).

It is in their relations with professors that older students

differ most from younger students. They more often felt their pro-

fessors gave helpful feedback on tests, papers and reports (48 percent

to 34 percent of the youngest students) that they gave each student

a clear idea of how well they are doing (37 to 26 percent) and that

they consult with students about their academic progress (34 to 18 per-

cent). Older students felt their professors wire generally helpful

advisors (41 to 23 percent). In the classroom, older students felt

their professors were excellent lecturers more often than did younger

students (46 to 34 percent). They also more often felt that their

professors stiruilated student learning and complemented each other in

providing .T1 understandable and complete coverage of the field (49 to

38 percent).

Interestingly, older and younger students' ratings of the adequacy

of their departments were virtually the same in every area: admissions,

formal degree requirements, assistantships, libraries and facilities,

and departmental and faculty advising.
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Older students' personal feelings about toeir graduate and pro-

fessional school experiences seemed to be more positive than those of

younger students. Older students more often felt their expectations

of graduate or professional school were being met (68 to 53 percent),

and they less often would seriously consider a different department

or school (18 to 31 percent). They also judged the grading system

to be fair more often than younger students (78 to 64 percent).

Older students' views of possible reforms in graduate and pro-

fessional education were much like those of younger students with

three exceptions: they were less favorable to the ideas of grading

on a pass/fail basis (44 to 59 percent), admitting more women (45 to

60 percent) and the idea that scholarships and assistantships should

be c4arded as much on need as ability (57 to 69 percent).

Overall, it appears that older students have many of the same

experiences as younger students and react to them in about the same

way. Of course, many older students have more occupational and

family obligations, but these do not seem to interfere with their

academic performance or their satisfaction with graduate or pro-

fessional school. In fact they seem a little more satisfied than

younger students with a number of aspects of advanced education.

In particular, they seem to feel they have better relations with

the faculty. Perhaps this is due to their maturity and their

willingness to approach the faculty, because of their age. It may

also be due to a somewhat greater attention and regard shown an

older student by many faculty merLers. Tn short, older students do

as well as younger students in advanced study, and they seem to be

somewhat more satisfied with their course of study.
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Chapter 13

The Effects of Marriage on Graduate and

Professional School Students

Stories of the struggling married young graduate or professional school

students are common. They face bills, low paying jobs, diapers, macaroni

and cheese four nights a week, sputtering Volkswagens, and when they are

lucky, cheap wine. They are supposed to have to squeeze their studying

between their other duties. Clearly such stressful conditions should

interfere with students' academic progress. Do they really?

The analyses reported in this chapter were designed to find some

answers to this question. In the augmented sample, there were 1480 single

students, 627 married students without children, and 268 marri,4 students

who had children. We compared the responses of these three groups.

The students do not seem to differ in ba-kgrounds. Students who were

married or single were equally often rich and poor, black and white, from

families of high and low educational attainment, male and female, and

Protestant and Catholic. Their undergraduate grades were very similar.

They had relied on much the same sources of advice and information in choosing

a graduate or professional school, except that the married students had

relied a little less on the advice of friends, relatives, and parents.

Married students were a little more often in debt (44 percent of the

married students with children, 29 percent of the married without children,

and 34 percent of the single). The costs of family life almost certainly

made these students borrow more. Interestingly, married ad uniArried

students financed their educations in much the same way, with two exceptions.
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Married students obviously relied more on their spouses'employment. It is

interesting that the peak of such reliance is among the married students

without children, where 78 percent consider their spouses'employment a

source of income and 57 percent consider it a major source. The correspond-

ing figures for married students with children were 52 and 40 percent.

Probably many of the students who had children needed to find additional

sources of income themselves, and many of their spouses probably stopped

working to care for the children. Married students were also more likely

to have used veterans benefits to pay for their educations: 8 percent of

the unmarried, 13 percent of the married without children, and 28 percent

of the married with children used veterans benefits.

Married students worked a little more often than unmarried students:.

the figures for the unmarried. married, and married with children

groups were (':2, 46, and 53 percent respectively), particularly in jobs

outside the university. They also attended full-time a little less often $

(97, 97, 90). Marriage seemed to have little effect on students'

academic performance. Of the students who received standard grades,

57 percent of the unmarried had grades of B+ or higher compared to

61 percent of the married without children and 62 percent of the married

with children. Grades of A- to A+ were attained by 37, 45, and 45 per-

cent of the roups, respectively.

If marriage and children seem to have no deletrious effects on grades,

14Plat about other aspects of graduate and professional school? Do married

and unmarried students have the same kinds of educational e.Teriences?

Their descriptions of many aspects of their professors' behaviors were the
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same. Their views of the administrative environment were the same, as were

their perceptions of the general atmosphere of their departments and schools.

Their views of other students were about the same with one exception. Single

students were more likely to feel that there were many student cliques (61, 59,

47). The views of married students were more positive toward several aspects

of the academic program: they less often felt that the course work was dull

(49, 45, 37), less often reported that they did not like the course work,

but it was required for their career (44, 42, 32), and they more often felt

there was a choice of courses than did the unmarried students (54, 57, 61).

Married and unmarried students rated the adequacy of their schools'

facilities and policies virtually the same. Their ratings of the adequacy

of admissions practices, formal degree requirements, assistantships,

libraries and facilities, and departmental and faculty advising were very

similar. The personal reactions of married and unmarried students werr

approximately the same, although married students were slightly more likely

to report that their expectations were being fulfilled ()5, 58, 65), and

that they were attending their first choice of school (53, 57, 64). These

are small differences, however.

Married and unmarried students held about the same opinions of proposed

reforms. They viewed proposed reforms in admissions and innovations the

same way. in the area of formal requirements and grading, married students

were slightly less favorable to pass-fail grading (57, 52, 46). Married

students were unexpectedly slightly less favorable to the lowering of tuition

(62, 59, 49).
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The graduate and professional school experience seems to be much the

same for married and unmarried students. Their descriptions of the experi-

ence, and their reactions to it were virtually the same. Their answers

differed on only six questions of 141. The directions of these differences

gest that married students were somewhat more satisfied with their schools

and departments. The m rried student may or may not be more harried than

the unmarried, but they seem to be iust as happy about the experience.
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Part Seven: Students'Reactions to Proposals for Reforms in Graduate

and Professional Education

In this part we report students' feelings about changes in admissions

policies, formal requirements and grading, innovations, and finances and

support.



Chapter 14

Proposals for the Future: Students' Opinions About Proposed Reforms

in Graduate and Professional Education

There have been disputes about American graduate and professional education

virtually from their beginnings in this country. (Everett Walters [1965] has

described those early controversies and how the American University had evolved

from "a continuation of European and native forces.") William James, in his

1903 essay on "The Ph.D. Octopus" charged that degrees such as the Ph.D. stifle

freedom of thought, do not automatically produce good teachers, are signs of

snobbery, and were often valueless as indicators of the worth of a professor.

The nature of medical education was debated and changed following the 1910

Flexner report. Law, too, as reflected in the pages of the Journal of Legal

Education, has studied, reported and exhorted itself to seek the best teaching

methods and curricular arrangements.

Graduate and professional education is, in fact, continually in a state of

controversy about its proper ctaracter. These controversies are likely' to

continue as long as knowledge and society change. Changes in knowledge will

affect the curriculum, teaching methods, and requirements. Revolutionary and

evolutionary changes in society will affect the purposes and conduct of higher

education. It is unlikely that debate about graduate and professional educa-

tion will really ever stop. The recent report of the Panel on Alternate

Approaches to Graduate Education provides ample evidence on this point.

With these considerations in mind, let us turn to some of the current

controversies in advanced education. These controversies are not all new.

Some deal with fundamental problems, including the conflicting values of

egalitarianism and excellence. We asked students for their opinions about
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issues in f ,ur :.rear: admissions, formal requirements and grading, structural

innovations, and finances and support.

Admissions. Admissions is not now, if it ever was, a completely objec-

tive matter of requirements, grades, and test scores. It has always involved

the personal qualities of the applicants and the special preferences of the

departments and schools. Of course, admissions policies have also long been

criticized on many grounds and from many sides. To investigate this area,

we included several items to find out what graduate and professional school

students thought about some of the issues in admissions that reflect the

swirl of bias and controversy. Overall, the majority of students agreed

to only one of six proposals about admissions, as shown in Table 14.1.

Some 59 percent felt that admissions should be on the basis of talents

in addition to academic ability. Tire students seemed to indicate that

they believed that capacities ether than the ability -o get good grades

were needed for success in their field. The response to the items dis-

cussed in Chapter 4 support this interpretation. St dents there indicated

they thought that such traits as self-discipline ar determination and

sting skill were more important than specific k.owledge of certain sub-

ject matters. It is interesting that more medical students agreed with the

idea of using nonacademic abilities in admissions than any other group. The

roles of medical student and a doctor certainly involve much more than sheer

Icademic capacity. In the nhysical sciences and engineering, the field with

the smalles: roportion agreeing with the statement, the academic and practical

skills needed may overlap more than in other fields.

In addition to the high level of agreement with the item, there was a

high level of student comment about the idea. The comments suggesed a wide
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Table 14.1

Students Reactions to Proposed Reforms in Advanced Education*

Group

Reform
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Admissions
More women should be admitted to

this department or school 35 51 52 57 23 64 63 45 49
More blacks and other minority group
members should be admitted to this
department, even if they do not meet
the usual minimum requirements 16 23 17

%-

38 24 36 31 27 26

Admissions requirements should be
made higher, so that fewer people
will enter advanced study, and,
eventually, few people enter the
job market in the field 35 29 27 31 27 21 4 19 22

Admissions should be on the basis of
talents in addition to academic
ability 56 62 52 62 J7 55 71 60 59

More minority students should be
admitted here, even if some
qualified majority group students
would be excluded 21 20 19 36 20 39 25 27

Each program should establish a fixed
quota of number of students admitted 24 21 17 20 26 23 18 23 23

Formal Requirements and Grading
There should be no required classes

after the first year 36 41 37 48 31 55 14 32 36

There should be more credit for
independent study 58 52 46 64 52 56 36 49 50

All grading should be on a
pass/fail basis 40 42 36 52 46 48 72 46 49

The language examinations should be
dropped as a requirement 28 48 38 48 31 7 21 23 28

Poorly performing students should be
weeded out in the first year of
their studies 48 47 47 54 42 36 30 42 43

Doctoral examinations are much too
long and should be shortened 26 21 21 36 17 7 10 13 17

There should be more interdisciplinary
programs to broaden advanced study 64 63 57 69 52 41 39 52 53

There should be a published statement
of what "satisfactory progress"
toward advanced degrees means 59 58 57 67 50 27 39 46 58

The program should be tightened, so
that students will go through faster SC 24 21 32 20 22 29 25 24

*Note: Figures show percentage of each group agreeing with each statement, either

strongly or with reservations.
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Table 14.1 (Cont.)
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in this field, one for researchers,
one for practitioners and/or teachers 48 37 42 52 47 17 42 35 39

All students should be required to do
some practical work as part of their
education 64 66 72 74 71 71 71 69 70

All students should be required to do
some teaching 56 56 49 52 50 13 26 32 38

Programs should be developed that
would admit students to advanced
study after three years of college 54 49 47 58 54 44 59 49 51

Credits should be allowed for teaching
experience 64 56 51 69 61 15 25 40 45

The scheduling and structure of the
academic programs should be re-
organized to meet the special needs
of women 24 28 19 38 27 19 23 20 23

'inances and Support
All students should receive scholar-
ships so they could concentrate
on their studies 46 40 35 59 28 33 50 33 38

Something like the Yale plan, by
which stments pledge some per-
centage of their future income so
that their present costs are met,
should be available to every student 61 60 69 50 37 69 56 61

Scholarships or assistantships should
be based as much on need as
academic ability 58 61 58 70 57 62 71 62 62

"Package" deals should be made
available -- i.e., scholarship,
work, and loan 69 66 66 75 64 68 68 64 67

Tuition should be lowered 59 52 49 64 52 57 57 53 55
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range of opinion. One law student, for example, was ready to abandon present

procedures entirely.

Modifying LSAT & LSDAS procedures etc. will have
little if any bearing on reforming admissions policies.
If most law schools would refrain from placing so
much reliance on the now easily obtainable "objective"
factors LSDAS makes available, and attempt a forth-
right subjective selection of candidates, the entire
process would benefit.

A few students supported the idea of sole use of academic information for

admissions.

Admissions should be based upon academic ability.
I don't care what the color or creed. Admission of
a low-achieving or ill-prepared student of minority
or majority group is a disservice to such a student.

Most comments, however, were in favor of the use of nonacademic inf.:r-

mation for admissions. However, the opinions varied as to which nonacademic

information should be used. Some favored personality measures.

Admissions committees ought to make a concerted effort
to look at applicants as people rather than grade point
indices and GRE scores. Perhaps some personality assess-
ments could be made to aid in predicting success (personal
as well as academic) in graduate school. For clinical
psychology, prediction of academic success (as it is now
viewed) should not be the sole admissions criterion, when
it is so obvious that many variables other than academic
success are vitally important in the field.

A number of students emphasized the importance of motivation.

it
What is greatly lacking in ycur present testing system

is a means by which mot'o,ation is measured. My aptitude,
as measured by your test, i; only average. Because of my
mediocre score, I almost denied admission at any law
school. Only a freak chance enabled me to be accepted.
But my success in summer employment tells me I will be a
very good lawyer.

I would strongly advise you look into David McClelland's
work on motivational testing. The present system completely
fails in this regard.

Some emphasized the ability to relate to people.
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I feel that the quality of the physicians about to
come out of this generation will be inferior, and
detrimental to medicine.

For some reason, one of the main criterion for
accepting medical students is academic achievement and
the ability to memorize. Too few students can really
relate to other people--even in their own field. We need
more people as doctors, fewer academicians.

The graduating students with perhaps less academic
ability but more heart will be as good, if not better
MD's. Knowledge of facts is helpful to good medicine,
but no to the patient.

Patients would get better care, or at least feel that
he gets better care in the company of another man--not a
symbol of .mnicience.

I really think that med schools should lower their
standards and look at personalities more closely than
grades or numbers.

Finally, some students expressed concern that some of the talents needed

for nigh level work in their fields were slighted by present admissions

practices.

believe that far too much weight is given to the
Graduate Record Exam; I fail to see how the Exam can
determine the essential qualities of a scientist- -
creativity, persistence in attacking difficult problems,
am1 a aide range of knowledge of principles in the
sciences IA philosophy. It would seem that graduate
schools should concentrate more on recommendations from
teachers who 'mew the student well as an undergraduate
and could ;:ssess his ability to generate new ideas and
not dogm;!:.ically hold to a few thecries and hypotheses.
I believe `hat a knowledge of the students' undergraduate
grades ane the type of courses he took (and at what
school he took the courses) are a far better indicator
of the students' intellectual capacities than an anxiety-
provoking all-doy exam.

The students Aid not '.onsider restriction of admission to the field

as a solution to the problem: of graduate and professional school. A

scant 23 percent were in favor of fixed qwtas on the number of students

ad:/itted, and only 22 percent agreed that "Admissions requirements should be
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made higher, so that fewer people will enter advanced study, and,

eventually, few people enter the job market in the field." The highest

support for this idea was among the students of arts and humanities,

the fields where unemployment among Ph.D.'s is highest, and lowest among

the students of medicine, a field with no job crisis.

A few students felt that too many people were entering their field.

Too many applicants are being admitted into law schools.
As a result job market is being saturated and law schools
will be putting themselves out of business as well as
their graduates.

Most students, however, seemed to feel that any qualified and

interested student should be able to study in the field.

Opinion was split about the idea that "more women should be admitted

to this department or school." Interestingly, there is almost a perfect

negative correlation between the proportion of womei in the fields and

the proportion agreeing with the statement. Law and medicine have the

fewest women, and are the most favorable to admission of more women;

education and arts and humanities have the most women, and are the least

favorable to the idea. The only exception is social science, which, con-

sistent with its general liberalism, is more in favor of the admission of

more women than mane wculd expect from the percentage uf women in the field.

In general, answers to this item seemed to be a function of the percentage

of women currently in the field.

Some students commented on the general position of women in advanced

education.
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Women feel strongly discriminated against in
applying to graduate school (not at so much, where the
man/women ratio is more equal in social sciences) and
because so pitifully few professors and heads of depart-
ments are women (this ratio is a bit ridiculous at
A concerted effort must be made to involve women in pro-
fessional training and improve their self-con-epts as
professionals.

.

Two questions were asked that bore on the admission of minority stu-

dents. The questions were designed to place the issue in a realistic

perspective. Very few students would deny admission to minority students

who were as able and qualified as bright WASP students. But that is not the

choice that is facing graduate and professf.mal schools. The schools must

deal with the demands of minority students, many of whom have poor

academic preparation and pc-,r scores. When -iced with this more

realistic choice the students were not very liberal. Only a little more

than a quarter agreed that "More blacks and other minority group members

should be admitted to this department, even if they do not meet the usual

minimum requirements" or that "More minority students should be admitted

here, even if some qualified majority group students would be excluded."

The social science students were predictably among the most favorable toward

these two statements. It is !omewhat surprising to also find law anu

medical students among the most favorable to the ideas. The other graduate

fields were equally unsympathetic to the ideas.

Medical and law schools have often been criticized for the conservatism

of their admisi,in policies. It is srikinc that law and medical students

were usually the most liberal of all stu.lent groups. It is also striking that

arts and humanities students were usually among the most conservative.
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There was a good deal of comment on these items. Most students took

a strictly equalitarian approach to the question, supporting the same

standards for everyone.

I regret the recent trend of accepting students based on
minority requirements. Qualifications should be determinative.
I believe that aid should be given to minorities, but excep-
tions operate as discrimination in reverse.

Other students commented on the economic feasibility of admissions of

minority students.

Students should be admitted strictl- on the basis of
talent with no bias (sexual, racial, etc.) either for or
against.

Numbers of students should be governed by (a) outside
market demand (b) ability of schk.ol to produce increased
number of graduates without decreasc in quality, (c) number
of qualified applicants.

Other students felt that graduate and professional schools cannot erase

years of earlier discrimination.

I am not a bigot, although my choices would seem to indi-
cate otherwise. I do not believe in allowing unqualified people,
regardless of the reason, fault, or %%eight of blame, into a

program and excluding qualified peoble. This is a post hoc
attempt at placation which I believe should be insulting to
the minorities and self-defeating in its attempt. With the
costs of higher education being what they are, it would be
economically ridiculous to attempt further education of
unqualified people. The sam.1 amount of money would be better

spent at the problem's origin: the primary and secondary

schools. When the minorities are then qualified, fixed
quotas of qualified people are the obvious answers.

Other students felt that special admissions policies fur minority students

was racism in reverse.

The implication ... is that if one who does not favor the
quota system is racist. I, however, feel that to admit
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on group bases (quota or special admission policy) denies the
individuality of applicant and to decide admission on the
basis of a quota is racist.

Some students pointed to the harmful effects of admitting poorly qualified

students.

Admissions should be based solely on qualifications which
change with time and should have some degree of flexibility.
Applicants to public institutions should never be refused nor
accqqed on the basis of race, color, sex or religion nor on the
basis of any public opinion poll. The admission of unqualified
persons, simply because of sex or minority group membership, often
results in failure which is then blamed on the institution
as discrimination. The admission of more women and more
minority group members can never occur if the individuals do not
first take the initiative and apply; however, it should be wen
publicized that any qualified person would be accepted if he
applied.

r A few students felt that minority students need to be vieb.ed with an appre-

ciation of their differences from the WASP culture.

Blacks and other minority groups should be admitted with
financial assistance and not judged by the culturally biased
tests and marks. Other more 'qualified' students (whatever
that means) will find other schools anyway. But my solution
is that anyone who wants to enter should be admitted. Tokenism
is not the answer.

Formal requirements and grading. The curriculum and academic standarus

are the heart of academic programs. The curriculum defines what the discipline

and the faculty consider most important to know about the field. Academic

standards define the level of performance expected of students. In the con-

temporary scene, the controversies seem to center around the extent to which

there should be certain requirements at all, and the extent to which tradi-

tional standards Lan be satisfied by nont caditional activities.
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Students were asked to indicate their opinions of nine possible

policies. The students were most strongly tovorable toward a clar,4

in definitions; 58 percent agreed that "There should be a pub:Ashed

suLtement of what "satisfactory progress" toward advanced degrees means."

fhe strongest backers of this idea are the social science students, an

area of multiple ambiguities; the students feeling the least need for

clarity are the law and medical students where the curriculum and

"progress" are already clear.

Students who commented on this item were generally in favor of it.

Courses should be planned ahead and given to the students
at least a year in advance.

Some commented on related specific problems.

The reading list covers 30 many works that in order
to read them all, one must either read superficially, in
which case one might as well not reaa them at all, or be
prepared to spend 2 years preparing. (Or just guess at
which works will be tested, and cross one's fingers.)

If the reading list must be kept in its present
form, would it not be kind to sene each student admitted
for the fall term a copy of the reading list along with
his notice of admission? At least, the student would
have the entire summer to get started on it.

Students were in ]east favor of the idea that "Doctoral examinations

are much too long and should be shortened;" only 17 percent of the students

agreed with this idea. Of course, students in the professional fields, where

doctoral examinations are not part of the usual procedures did not agree, but

tne level of agreement was also low in the graduate fields.

in spite of the interest of graduate and professional school deans in
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shortening the period of study, students were not vary excited about the

idea. Just less than quarter felt that "The program should be tightened,

so that scudents will go through faster. The peak of support for this

idea was only at 32 percent among the social science students.

Students who commented about the idea of "tightening the program" were

generally in favor of it, emphasizing the costs of the duration of advanced

education.

Biggest problem in professional school--takes
much too long--become an%ious to start earning a living
and building a future.

Some students also emphasized the duplication of undergraduate work:

It takes too long. I'll be 27 to 29 before I can enter
practice and 25 when 1 finish medical school. I would prefer
to be earniiig my own keep, now, instead of being subsidiseu
and needir.g money from my family. There ought to be more
programs to accellerate the education process. This can be
done (is done in a few programs) by eliminating the duplication
of college and medica school. Eight years i: now required for
the two 6 or 7 should be enough.

A few professional students thought time spent in the formal academic work was

too long.

All medical schools should have shortened curriculums
available to a11 students who are interested. Four years of
formal medical is not necessary. More actual practice time
(which means less time in school) should be emphasized in
mud school.

Students SeeMvd to be in favor of more interdisciplinary programs,

which would almost certainly ,roaden rather than "tighten" a program. The

graduate fields, particularly social science, were the most favorable to

interdisciplinary programs, and the professional fields, particularly law and

MUdiCine, ti't2 least favorable.
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An idea related to that of "tightening the progra_," the "weeding out"

of poorly performing students, got a mixed reception among the students. Over-

all, 43 percent aRreed that "Poorly rerfor,.ing students should be weeded out

in the first year of their studies." only 30 percent of the medical students

and 36 percent of the law students agreed, in contrast to 54 percent of the

social science students. These results may be due to the greater structure

and clarity of the professional programs, The clarity of the requirements

in the professions may preclude any special need to "weed out" students in

the minds of students in those fields.

Only a few students seemed hard-nosed about the elimination of

students in their comments.

Graduate school is entirely too easy. Entrance

requirements should be stricter and more people should
be flushed out.

Opinion was also divided about credit for independent study. Students

in the social sciences and arts and humanities, where independent study is

already fairly common, were the most favorable toward more independent

study, whereas students in medicine, where independent study may be somewhat

irrelevant, were the least favorable. However, law students were also

favorable toward greater independent study.

Nearly all students who commented about independent study were in favor

of it. Some emphasized their dissatisfaction with the present system.

I am distressed to find preservation of lecture system,
rather than innovation of more independent study, self-
pacing, etc. I find curriculumiconstrictive and time-
wasting in this regard.
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Some students felt that, as graduate or professional school students,

they should be sufficiently mature to devise their own program.

There should be much more opportunity for independent
study: first-year students should not be discouraged
from independent work. It seems to me that once somebody
gets into graduate school he should be allowed to have the
freedom to set up his own program around formal require-
ments which may not be relevant to what a student wants
to do.

me emphasized the positive benefits of independent study.

There are a number of variations of independent
study, pass/fail courses in universities and colleges
at present, which are experiencing a variety of success.
A product of such programs, even the poorer ones, must
be an increase in communication of ideas and problems
between their students and their professors in addition
to incrLased comimmication between the students them-
selves. Such a product is certainly worth the additional
problems which might be found in maintaining this type
of program.

Medical students were also least favorable to a related idea, the

elimination of required classes after the first year. Law students and

social science students were in most favor of the elimination of required

classes after the first year. Law student'; seem to want some liberalization

of requi.em..mts in their answers to several questions in this area. Furthermore,

as one law student commented, although almost everything is elective after the

first year, the actual freedom may be constrained:

The student of law should be allowed much greater
flexibility in course selection after 1st year. Impres-
sive catalogue listings, half of which do not appear in
actual course offerings luive the effect of channelling
the student into to common a form.

Medicine, law, and other trotessional fields rarely hive language require-

ments, so when we asked students about their opinions about the language
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examination requirement, they typi(ally did not answer the question, which

accounts for the low .percentage of students in these fields who agreed with

the item. Among the graduate fields, dropping the language examination

requirement was favored most by students in biological science and social

science; dropping the requirement was favored !east by the arts and humani-

ties students, presumably because of the relevancy of the requirement in

their field.

Finally, the opinion of students seemed to be as divided as the

opinions of professors and administrators on the question of pass/fail

grading. The most ardant supporters of pass/fail grades were OIL medical

students, most of whom, as we saw in Chapter 4, are already in pass/fail

systems. The most conservative students on this question were the physical

science and engineering students. This is generally consistent with their

attitudes toward tests, and suggt.!.ts that, as a group, they support tradi-

tional grading and testing procedures.

Students had strong opinions about grades, most of them critical.

Many of them are the same criticisms that ore made of undergraduate grades.

The grading system is absurd. The final exams, as given,
rarely measure anything more than the amount and variance
of knowledge a given student can regurgitate. For the quality
of students now being admitted to the law school entirely too
many are flunking out- This, in part seems to be based on
grading variances by the professors within the various sections.

* *
Entirely too much emphasis placed on grader', i.e., class

standing. This often refl.....ts the person's ability to take an
examination; and not neces.rily his understanding of the
material.

Grades should be on a pass/fail or fail-one-above-one level.
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Some students were critical of the techniques of giving and posting grades.

I am distressed by the implacability of the grading
system--if a prof. wishes to draw fine lines he should be
compelled to take greater pains in his preparation 'f exams.

Also, professional license gives no right to delay
posting of grades--I have yet to notice a real improvement
in grading that justifies increased time in grading. If

fine lines are to be drawn, they should all be done in a
short Lime to maximize uniform criteria.

Some questioned the rationality of fine distinctions among equally bright

students.

L think the grading system needs reevaluation. Com-

petition is Le.n and exam taking places a premium on the
memorization of soon--forgotten details and does not give
enough recognition to a basic understanding of the course
material. Since the students at are from a highly
selective group, it seems unnecessary to set up artificial
divisions by grades on one 3-hour exam.

Other students emphasized the complexity of grading itself.

I feel strongly about the present grading system--I
would prefer more pass/fail type systems in graduate
school. As one's knowledge begins to broaden, I don't
think it is possible to "test" a person on his ability
to retain certain specific bits of information. Rather,
would prefer to judge a person on the manner in which

he would solve problems requiring independent research
rather than memory. It is difficult for me to under-
stand hm4 one can be judged incompetent in a specific
arva simply be-.ause he has failed to remember the answers
to 6 or 7 specific questions during a semester.
Obviously thousands of questions may have been asked
which he possibly knew but never had the chance to prove.
Since there must be a cut-off made, a pass/fail system would
adequately perform this task.
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Finances and support. The section on students' finances in Chapter 3

showed that students in different fields differed in the manner by which

they supported themselves. Most students had to budget their finances very

carefully, and it is unlikely that very many students were completely satis-

fied with their support. Some have to go into debt, some have to work at

jobs with no relation to their studies, some must rely on their parents,

and some are supported by their spouses. How might financial support

be improved so that there would be sufficient aid for all who needed it?

A number of plans have been proposed, and we asked students for their

opinions of some of the most widely discussed plans.

Students favored most the "package deals" involving combinations of

scholarships, work, and loans. Some two-thirds of the students favored

Clis idea, and the degree of support did not vary too much between fields.

Students also favored the idea that "Scholarships or assistantship:;

should be based as much on need as academic ability." Overall, 82 per-

cent favored the idea; the most favorable were the medical students,

71 percent of whom favored the idea, the leas* favorable were the educa-

tioo students, 57 percent of whom favored the idea.

Students were more divided on the idea that "Something like the

Yale plan, by which students pledge some percentage of their future

income so that their present co:,:ts are met, should be available to

every student." About six in ten students favored this plan overall,

and about seven in ten of the medical and social science students favored

it. Perhaps skeptical of the legal basis for the plan, only 37 percent

of the law students were in favor.
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Students were also split in their opinions about whether "All stu-

dents should receive scholarships so they could concentrate on their

studies." Fewer than four in ten students advocated this policy overall,

but nearly six in ten of the social science students and five in ten

of the medical students favored the policy. Only about three in ten

law and education students favored the policy.

Finally, the majority of students (55 percent) favored the lowering

of tuition.

These questions stimulated a number of students to comment on the

difficulties of finapcing their educations.

Worst problem is money. Nobody seems to have enough,
and tuition (especially out-of-state) is prohibitive ($500+
per quarter). If it weren't for my parents, I'd never have
gone to grad school. Blame: the state legislature for
reducing the entire university's budget by 6%.

Some students concentrated their criticisms on the distribution of

aid funds.

Manv patents have already overextended themselves
financially in providing a college education for their children.
Medical students, especially are punished for their parents'
generosity and ambitions (which made the students not qualify
under the stringent loan and scholarship need requirements).
Medical students in addition, because of their future presup-
posed high earning capacity are expected to go heavily into
debt and live frugally until the age of 26 or more. There is

no reason why adequate funds to match those still given out
in graduate (Ph.D.) education shouldn't be available for
medical education.

Some students concentrated on the inequities the present situation

leads to.

The financing of advanced education is undemocratic in
that students from well to do families do not face the long
period of comparative poverty while earning their degrees
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that students from poorer families do. This tends to dis-
courage poorer students from entering the prolonged programs.
Tuition for medical school ought to he payed for by progressive
taxes on the most wealthy people, not by the students.

A number of students favored full or partial support for advanced study.

What the education system needs is a fund to provide
every student with adequate financial resources on a loan
at an interest rate. Then education will be available to
all economic groups.

*

Parents should not he expected to contribute towards
the costs of their child's graduate school education.
Scholarships and loans should be available to all students
who request them and can show personal need.

*

Financial aid to medical students is absurdly low.
National health care will soon be a reality thereby holding
physicians to a lower income. I have no objection to that,
but medical students should be supported fully or at least
in part so that the tremendous debt they presently start
with will be obviated.

Other innovations. Because of their changing nature, reflecting

a changing society, the graduate fields and the professions are the

subject of many proposals for changes. These proposals include questions

about the nature of their degrees, the emphasis that should be placed

on practical work, and recognition of the needs of certain types of

students. In our survey we could not ask about all the possible pro-

posals for change of course, but we did ask students for their opinions

about some of the most widely discussed ideas.

The first proposal is an old one "There should be two kinds of

degrees in this field, one for researchers, one for practitioners and/or
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teachers." A little less than four in ten students supported the dual

degree concept. The students in law, a field in which there is little

"research" per se and in which most degree holders do become "practitioners,"

did not favor the idea. Students in the social sciences in which the

division of practitioner and researcher roles is sharper, were most in

favor of the idea. The idea also received some support in medicin which

may reflect the 'vision between the. practicing MO and the medical researcher.

interestingly, the idea also had supporters in the arts and humanities, in

which one would have thought the teaching and scholarly roles were

fairly well combined.

Some students commented on this question and the need to recognize

the different needs of students with different goals.

The smartest thing any graduate school could do would be to
create two separate degrees in each field. In this way you
could obtain a degree with specialization in research, teaching
or both. (Underjraduate schools do essentially the same thing
when they offer a liberal arts degree or an education degree.)
Each degree should require approximately the same courses in
the major field. But researchers should he allowed to specialize
rather than fulfill a requirement for a certain number of
credits. And people planning to teach should be allowed to
spend more time in that area to gain experience. Doesn't it
seem a bit ridiculous to require exactly the same things of
all graduate students regardless of their individual use of
graduate experience later?

other students who commented pointed out some requirements if the

separation of degrees is to he successful.

one question I feel strongly about and would like to
explain: It would be helpful to have separate programs for
research and practical/teaching degrees only if it could be
dime without downgrading the non-research degree. Graduate
schools get so wrapped up in producing research and Ph.D.'s
to Produce more research that they are often oblivious to
the importance and difficulty of preparing good teachers.
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Thus the "teaching degree"is considered "second class," a
necessary evil that clutters up the dept. and gets in the
way of "higher" pursuits. I find this attitude sometimes
expressed towas.ds those working "just" on a masters even though
the work is identical to that of candidates at the same
level. Yet it is the masters candidate who must do consider-
able work irrelevant to his future goals, to the great neglect
of the preparation he actually needs.

Seven in ten students felt that "All students should be required to

do some practical work as part of their education." The level of support

for the idea was about the same in every field. Some of the reasons

for the 1,we1 of support appear in students' comments.

the optional research-teaching-professional skills balance
I feel has not yet been achieved in my program (Organizational
Psych.). Heavy emphasis on research-academics. Would like
program to provide more opportunity for practical experience
outside of research and teaching. Skill training is still
something that students for the most part. have to get on their
own.

* *

More of the questions should have been directed toward
reform of the methods of teaching in law school: the casebook
method should not be relied on as heavily as it is. A more
down-to-earth, practical experience method should be insti-
tuted, with practical on-the-job experience during at least
one summer.

*

I have been most disillusioned with. the practical training
and experience in my field. I believe graduate students are
too intellectualized anyway and the field of counseling
psychology would be far better off requiring practical experi-
ence especially of those intending research as their career.

*

I think law school greatly overemphasizes academic
abilities. Law schools should provide more opportunities
for practical experience by expanding clinic programs and
perhaps subsidizing clerkships with law firms.
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Students were not as positive toward teaching experiences as

"practical work." Only 45 percent thought that "Credits should be

allowed for teaching experience." However, students in graduate fields

were much more fav,,rable to the idea than were students in the profes-

sions. A similar division appeared in opinions about whether "All

students should required to do some teaching." Although only 38 per-

cent of the total sample agreed with the idea, slightly over half the

students in graduate fields agreed, in contrast to fairly small propor-

tions of students in the professions. Some of the reasons students had

mixed feelings about teaching were revealed in their comments. For

example, some were concerned with who would pay for the teaching, and

how much would be paid.

This department has a policy requiring students on outside
fellowships to teach for 2 years on 1/3 of the pay given to
students who only have teaching assistantship stipends.

other students were skeptical about th.? worth of required teachiLA to the

taught.

I feel that requiring all students to teach would be an
injustice to the undergraduates. It is clear in many cases
that some of the grad students cannot teach.

Students were split in the opinions about the value of shortened

undergraduate programs. About half the students in each field agreed

that "Programs should be developed that would admit students to advanced

study after three years of college." The lowest level of support was

among the law students, among whom 44 percent agreed, and the highest

level of support was among the medical students, among whom 59 percent

agreed. Perhaps these differences can be related to the differences

in specificity of preparation for the field.
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Finally, we come to a proposal which reflects the growing

feminist movement in this country: "The scheduling and structure of

the academic programs should he reorganized to meet the special needs

of women." Less than a quarter of the total sample agreed, and even

anong the social science students fewer than four in ten agreed. The

comments of the graduate and professional school students provide some

rationale for the low level of agreement. Some students, for example,

dented the idea that women were "different."

Women are people. Vomen do not have "special needs."

Others felt that women did not re Luire special consideration of their

characteristics.

And what are the "special needs" of women? It seems to
me that in this field--as in others--women can comnete equally
with men!

Other students felt that women's situation would he worsened by special

treatment.

Why should women be given special treatment? Doing
something of this nature would serve only to further dif-
ferentiate the men from the women -- What kinds of special
needs do women have -- one day off per month or pregnancy
leave? -- Women who are capable enough to enter profes-
sional school can certainly adjust without babying
techniques.

Others argued that there was a need for sensitivity to women.

Structure of academic programs does not meet the special
needs of women at all. There is a dire need to give special
considerations for pregnancy leaves, for example.

The cut-back in monies in A & S Graduate school seems to
have been at the expense of minority groups (women, blacks).

Other students were quick to point out that consideration of special

needs did not entail a lowering of standards.
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I don't feel that departmental admissions policies
discriminate against women. . . . Schedules should be
flexible enough to meet the needs of women, e.g., evening
classes, part-time loads, longer period to fulfill require-
ments, but academic requirements should not be altered.

Finally, a few students felt that the real solution is a greater sensi-

tivity toward the needs of graduate and professional school students.

*vNhen I indicated that scheduling ought to be revised for
the special needs of women, I had in mind anyone, male or
female, who by reason of age or other responsibilities, such
as supporting a family, cannot take a full two, three, or four
years of consecutive study. I did not have in mind lowering
standards of performance, but allowing more flexibility in
time towards degree.

There were too few specific questions on women. I am
not a militant; I think, for !nstance, that women should
be employed on a basis of percentage of heads of household,
not percentage in population. The same should apply to
blacks, Chicanos, Indians, etc.

Of the 26 reforms presented to students for their reaction, the

majority of students favored only nine. Only one of these was in admis-

sions, suggesting that most students find present admissions procedures

reasonably satisfactory. They would just like to see more talents

evaluated by admissions committees. Two of the nine are in the area of

formal requirements and grading. Students supported interdisciplinary

programs and clear statements of the definitions of satisfactory progress.

These results are consistent with those in Chapter 7 where we found t t

students generally seemed satisfied with formal degree requirements.

Two of the nine were in the innovations. A scant majority favored

admitting students after three Years in a special college curricula. In

contrast, the largest majority for any question was for the idea of

requiring all students to do some practical work. Tt is difficult to

know what students meant by "practical work" and the definition probably



-190-

varied from field to field. However, it is clear that students seem

to he seeking some way to break out of .heir ivory towers into the real

world.

Four of the nine reforms favored by students were in the area of

finances. Students favored the lowering of tuition, "package" arrange-

ments to meet costs, awarding scholarships as much for need as ability

and "something like the Yale plan." The only financial reform rejected

by the students was the idea that all students should receive scholar-

ships. Thus, students seemed to reject handouts, but would favor some

reasonable reforms in their financial support which would lighten the

financial burdens of advanced study.

In sum, of a great many reforms, students were most in favor of

those dealing with the costs of advanced education and with the idea

of making advanced education more practical.
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Part Eight: Summary of the Results for

Each Field and Conclusions

In this part. we pull together the various analyses presented

in earlier pages and attempt to present pictures of the students in

each of the graduate and professional fields we have studied. Then

we attempt to draw some conclusions trom our results.
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Chapter 15

The Results Summarized for Each Field

The Arts and humanities Experience

The arts and humanities graduate students had often begun work

in their fields as college freshmen. As seniors they were majoring

in arts and humanities and hoped to make their career in the field.

They believed in their creative ability and felt supported in their

belief by the encouragement of their college professors. They were

usually highly verbal, but were usually relatively low in mathematical

ability and interest in science. They were the remnants of a much

larger number of seniors who had said they planned to study arts and

humanities at the graduate level.

The arts and humanities students had used the same sources of

information in choosing a school that most other students had used.

Arts and humanities students were a little less in debt than the

average student, but their sources of support in the first year of

graduate school were about average. The only exception was that a good

many, nearly a third, were teaching assistants. They were satisfied

with the opportunities for teaching and felt that they could act in a

professional role as teaching assistants.

Their teaching experiences may be a good preparation for their

eventual careers, since some 79 percent planned careers in some form

of teaching. They planned to get their degree later than students in

any other field.
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Arts and humanities students gave higher ratings than Jther stu-

dents to the importance of creativity, writing skill, aad knowledge

of a foreign language to success is their field. They also gave the

lowest rating to the importance of mathematics.

Per:taps because of the broad scope of their field, they least

often said they crammed before a test and most often participated in

classroom discussions. However, they said they :,.:tidied longer than

students in other graduate fields. They reported relatively little

incidence of keen competition for grades. They seldom found the work

dull although they sometimes thought the courses did not complement each

other. They described their professors in much the same terms used by

other students. They also did not believe that their programs taught

practical skills, which is consistent with ti,eir view that most of their

classmates were less interested in money than in helping other people.

Arts and humanities students were less satisfied than other stu-

dents with the formal aspects of their departments. They gave low

ratings to their administrators. They did not feel that administrators

were rece7tive to their ideas, responsive to the needs of the students,

or involved students in governance. They also felt that their depart-

ments did not help students find assistantships, find financial aid or

supervise thesis re!iearch. They were even skeptical about the extent

to which student organizations reflected student opinion.

Perhaps as a result of this dissat isfaction, arts and humanities

students least often felt their hopes for graduate school were being

met, and fairly often reported they would strongly consider changing to

another school.



-194-

Arcs and humanities students were fairly conservative about

admissions. They were not 7articularlv in favor of admitting more

women to their departments and were least in favor of admitting more

blacks. In fact, they favored the raising of admissions requirements

so that fewer people would enter their field. However, once students

were admitted, most arts and humanities students would like to see

them move more quickly to their degrees than they do now by means of

a tightened program.

in sum, arts and humanities students were oriented toward teaching

and seemed to feel that their departments would prepare them to teach,

even while they did little to help the students get through graduate

school efficiently.

The Biological Science Experience

The biological sciences students were academically successful

students who were good at science, and who had been interested in

science for many years. They seemed to be very much in the academic

research track. They planned careers in university research and

teaching (48 percent) more often than any other group. Another lb per-

cent planned careers in research in industry or nonprofit organizations.

When they chose their department, they also used the academic advice

of the departments they applied to more than other students. They

frequently relied on scholarships for financial support, although one

in three was working as a teaching assistant and a quarter were working
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as research assistants. They did not feel the costs forced students

into debt or forced them to defer marriage.

They had more positive attitudes toward tests than students in

other areas, considering the tests as comprehensive, as allowing suf-

ficient time, as being unbiased against minorities, and as not being

oriented toward middle class whites. Interestingly, they reported they

studied somewhat less t:lan other graduate students, and they relatively

seldom felt that their field required much more studying than their

undergraduate college.

They were generally positive toward their departments' courses

and facilities. They gave high ratings to their departments' oppor-

tunities for research, creative work, variety of courses and innovative

programs on an individual basis. They felt their curricula allowed

sufficient time for thoughtful consideration of the content. They were

quite satisfied with the availability and quality of laboratory facili-

ties, and the equipment needed for their work. They were less satisfied

with study and lounge space.

They felt their departments had informal atmospheres. They

reported that their professors encouraged out of class contact with

stud...nts. They also felt their professors clearly e::plained their

sub:ects And were good teachers. ['hey were also impressed with their

professors' research ability and dedication to research.

They were satisfied with their departments in many academic areas,

including aid in finding assistantships and financial aid, guidance in

selection of course work, selection of thesis subject, and supervision
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of thesis research. rhov llse folt that the difficulty of meeting

steps to their degree goals were about right.

They were about as satisfied as other graduate students with their

departments' general academic requirements and assistantships. They

felt that language requirements should be dropped and that all students

should be required to do sone teaching.

In sum, graduate students in the biological sciences were strongly

interested in research, and seemed to be satisfied with their departments'

arrangements to carry them to this goal.

The Physical Science and Engineering Experience

Physical science and engineering graduate students had received good

grades in undergraduate school and had exhibited their interest and talent

in science for many years. In choosing their departments they had relied

a good deal on the information provided by the schools to which they had

applied. Of all students they relied least on the advice of friends,

relatives, and parents. They felt the tests they had taken for admission

assessed abilities relevant for their field and that they were not biased

against blacks or other minorities. They also rejected the idea that

the tests were inferior to an essay test.

Because of the large research funds available for research in

physical science and engineering, there are funds for research assistant-

ships and teaching assistantships. Thus, most students in the physical

sciences and engineering held assistantships, and thus did not have to

rely as much as other students on their parents or loans.
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About a fifth of the graduate students in the physical sciences

and engineering planned careers in research in industry, another fifth

planned to combine research with university teaching, and about a

quarter planned careers in professional practice.

In the opinion of the students, the physical science and engineering

academic program provides opportunities for research and creative work,

opportunities for interdisciplinary work and considerable choice in

courses. The students felt that they did not have to use study tech-

niques different from their undergraduate days, but that they did face

keen competition for grades. The study tech'iiques they used were to

write down almost everything their professors said and not to rely as

much as other students on textbooks. They felt their professors were

objective and clear, if somewhat didactic. They reported that most of

their professors were excellent lecturers as well as top notch re-

searchers, who have the respect of their students. The students said

their professors gave them a clear idea of how well they were doing,

and were friendly and accessible to students, even if they did not

encourage classroom discussion. The students felt their professors

kept their personal political and professional feelings out of their

classes. Perhaps because they felt they were objectively evaluated,

the students felt the grading system was fair, and few saw any reason

to change to pass/fail grading.

Physical science and engineering students felt their departments

were pretty conventional and conservative. Although they felt their

departments did not attempt to orient new students, they gave high
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ratings to their department:;' holy in finding jobs, assistantships and

financial aid. They were also positive about their departments' efforts

at advising. Students felt that their departments' formal degree

requirements were good. They were satisfied with the number of formal

steps, the proportion of major and minor courses allowed, and the

opportunities for independent study. They were also reasonably satis-

fied with most aspects of assistantships: the salary, the steps to

appointment, the award process, the relevancy of the work, the relation

of the work to the field, the chance to act as a professional, and the

chances for undergraduate teaching. Students were also well satisfied

with the library, laboratory, and computer facilities.

This high level c'f satisfaction with the program was reflected

in the students' personal level of satisfaction. More often than

students in any other field, they reported that their expectations

were being fulfilled, that they were treated as colleagues, and that

they were attending their first choice of departments. Like their

biological science contemporaries, physical science and engineering

students were not enthusiastic about admitting minority students

if they did not meet standard admissions criteria or if they displaced

able majority students. They were also skeptical of quota systems.

Physical science and engineering graduate students describe their

departments as academically traditional and rigorous. However, they

feel that the clarity and objectivity of the field, and the help of

their departments and faculties make the academic demands easier to

meet.
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The Social Science Graduate Experience

Only a minority of the students who had planned to study a

social science in graduate school were actually doing so a year

later. It is difficult to perceive reasons why so many students

do not follow through with their plans. The students who were

studying a social science had used directories and guides to choose

a school more often than other students, and had relied on the

advice of their parents, counselors, and professionals in the field

less often than other students. They most often felt that admis-

sions tests for advanced study were oriented toward whites and

biased against blacks.

The 'areer plans of social science students were split among

teaching, research, and practice. The largest percentage of any

field planned careers as government executives.

Social science students described their academic programs

pretty much as other students described theirs. They did report

more participation in classroom discussions and more questions in class.

They were also more sa_isfied than other students with the reasonableness

of the language requirements and the supervision of students' course

work. They seemed to feel a little distant from their departments.

They reported few attempts to orient new students, felt that their

departments were unresponsive to student needs, and that their pro-

fessors were more interested in research than teaching.

The social science students we.e the most personally dissatisfied of

all the groups of students. They most often reported that they had

expected to he treated like colleagues but were treated like students,
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that they were rLt attending their first choice of department, that

they would seriously consider changing to another department, and

that they would seriously consider changing to another field. It

is hard to explain this level of dissatisfaction, since social

science students did not seem to be markedly less satisfied than

other students with most specific aspects of their departments.

Perhaps the students attracted to the social sciences tend to be

more critical than other students.

Social science students did describe their departments, pro-

fessors,and fellow students as quite libercl. To some ,degree, the

high degree of liberalism explains why social science students were

in favor of so many reforms in graduate and professional educa-

ti-q. Of 26 reforms, social science students favored 13, more than

any other group of students. In the admissions reforms they

favored the admission of more blacks and other minority students,

even if they did not meet the usual requirements. They concentrated

most of their fire in the sector of formal requirements-and grading.

They, more than other students, felt there should be no required

classes after the first year, that there should be more credit for inde-

pendent study, and that there should be more interdisciplinary programs.

They also more often felt that poorly performing students should be

weeded oat after the first year, that language requirements should be

dropped, that doctoral examinations should be shortened, and that there

should be published statements of the definitions or "satisfactory

progress." They also were more in favor of the innovations of allowing

credit for teaching experience, having separate degrees for reseachers
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amt practitioners, and reorganizing academic programs to meet the

special needs of women. Finally, they more often felt that all

studvnts should receive scholarships, or at the very least, tuition

should be lowered.

In sum, graduate students in the social sciences described

their departments in nrich the same terms used by students in other

disciplines. They feel their departments were lioeral. They

were personally less satisfied than other students with their

departmunts and would like to see them reformed in many ways.

The Graduate Education Experience

Education students worked more often than other students and they

worked outside the university much mortnoften than other students.

They freouentiv had family responsibilities as well. Consequently,

education students more often studied part-time, carried fewer units

and reported that they devoted less time to their studies than other

students. The great majority of education students planned careers

in a school clas,iroom or a school administrative off ice.

Education students had relied on about the same sources of informa-

tion that other students use4 to select a school. When it came to

admissions tests, however, the education students were skeptical of the

relevance of their content to the actual work of the field, and doubted

their accuracy. They also considered tests obstacles rather than aids

to candidates and felt that they were oriented toward the white, middle

cldsS culture. I hey were al No unimpressed with the .4peed and helpful.-

nss of their departments' admissions decisions.
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departments. They felt their administration communicated poorly with

them and did not involve them in governance. They seemed to regard

the academic work as uninteresting and unchallenging. They often felt

the work was dull, and that it did not stimulate them. They felt that

the work required about as much effort and about the same skill:44s

undergraduate school. They felt that most students did not work very

hard and did not show much interest in academic activities outside the

classroom. They gave relatively low ratings to the clarity of formal

requirements, and the relevance of the requirements to the work in the

field. However, they felt they had ample time to consider the content

of the curriculum.

Education students gave a low overall rating to their professors,

although they felt their professors were helpful advisors and were

interested in reform in the field.

Perhaps because so many education students were working, they

were least in favor of the idea of providing all students with

scholarships, the proposal for a graduate version of the Yale plan,

and the idea that scholarships should be based as much on need as

ability.

In short, education students described relaxed, if somewhat

unchallenging, and unstimulating programs.



-203-

The Law School Experience

The students who entered law school usually had good college

grades. Most of them were men. They were from well to do families

which encouraged their plan:: for professional school. They were

confident in their ability to handle the work in law school. Their

general level of self-confidence was high. Almost all of them had

planned to go to law school as college seniors and most of them had

considered it during high school. There were few recruits from other

fields. Most law students planned to enter practice with a company

or with a firm with partners. Most of one students had talked with

their friends and relatives about their plans for law school and

many had talked with practicing lawyers. The law students also often

relied on the financial support of their parents. They also used

their personal savings to meet their bills. Few had scholarships or

fellowships. Few were working, partly because nearly all of the stu-

dents attended Law school full time, most carried 13 or more units,

and most studied twenty or more hours a week.

Perhaps the best words to describe the first year of law school

are 'work' and 'competition'. They worked so hard that they often

felt they had little time to think about the content of the curriculum.

Besides their long hours of study, law students felt they had to use

new skills for a different kind of study than they had done in under-

graduate school. They seemed to use every study technique they could

think of. They felt that .they were in sharp competition with other



-204-

students who were bright, hard working, independent and ambitious.

They sometimes felt that other students formed cliques, possibly as

a result of competition. However, in ',he main, they felt other

students were friendly and they enjoyed 80M0 extra-curricular

activities together.

The effort of law students must be especially hard work since

many of them felt that the work was dull and many said they didn't

like it. They thought it was primarily directed toward the teaching

of practical skills. Few felt there were adequate opportunities for,'

creative work or research or for innovative programs. They were

also dissatisfied with opportunities for independent study.

Law students often considered their departments proper, conven-

tional and formal. They seldom felt they received very good guidance

or idvise from their departments in academic or nonacademic areas.

Many law students also felt that their professors were formal and

difficult to approach for any kind of .advice or help. Students were

dissatisfied with advising in general. And law students may need

help, since relatively few students felt their professors gave them

a clear idea of the subject or a clear view of how they were doing

or gave them useful feedback on tests and assignments. Law students

did say their profesors took strong stands en issues, had liberal

views, and were interested in reform in the field. In the traditions

of law schools, professors award grades over the entire grade range,

although most of the law students had A or B averages in college. As

one possible consequence, law students often felt that the grading
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was unfair and that grading should be on a pass-fail basis. As another

possible consequence, law students' conceptions of their academic and

leadership abilities declined more than students in any other field.

How would law students like to see their schools change?

- They would like to see more women admitted although they felt

that no special effort should be made to meet the needs of women.

They also would like to see more blacks in law school.

- Law students seemed to prefer a lessening of competition; they

did not think that poorly performing students should be weeded out

after the first year, and would like to have no required classes after

the first year,

- They considered law a pragmatic field with little "research" in

the scientific sense, and consequently felt that there was no need

for separate degrees for researchers and practitioners since virtually

all lawyers are, in some way, "practitioners".

- Like other students they would like to see something done to

alleviate the costs of their educations.

In sum, law student:: felt they were in costly, competitive, high

pressure, and formal environments.

The ledical School Experience

Almost all medical students had planned to study medicine for

several years. Most of the students were male, and most were from

middle cla!-;14 and upper class homes. Som. 60 percent planned profes-

sional practice with partners, lb percent planned to practice alone,
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And 12 percent planned to be emplovea as a prat sional. Almost all

were attending school full time, and few were working. Few wore cur-

rently in debt, but many of them expected to accrue debts to be able

to complete their educations. Most of thv medical students relied

on their parents to meet their bills. They also frequently relied on

scholarships and loans from their schools, as well as loans tram banks.

They felt that many students had to defer marriage and that many also

went into debt.

Medical students had also relied on the advice of their parents

when they had selected a school. They had also consulted their friends

and relatives, preprofessional advisors, professionals in the field

and admissions officers. Chey also consulted the publications of the

Association of American Medical Colleges. Finally, they frequently

visited the schools they were considering. The medical students

obviously took great care in selecting a school.

Medical students believed their field required knowledge of the

biological sciences, regular study habits self-discipline and determina-

tion. They saw little need for writing skill or creativity. These

views of the requirements are consistent with medical students' actual

study practices. They reported that they studied long and hard, and

that they memorized detailed facts. They also reported that they seldom

asked questions either during or after class, and that they did not

participate in classroom discussions.

It is a little puzzling as to why the medical students did not'

ask many questions since, compared to students in other disciplires,
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they said their professors did not explain their subject particularly

clearly, did not give much helpful feedbaok on tests, and generally

were not very helpful as advisors. Furthermore, they gave relatively

low ratings to their professors on their teaching and lecturing ability,

and on their ability to stimulate student learning. However, they did

seem to say their professors did not inject their own opinions into

their classes, and they felt that there was a strong esprit' de corp

between students and faculty.

Although medical students did not feel their programs offered

many choices or opportunities for research, creative work, work in

other areas, or individualized programs, they felt the work was inter-

esting and stimulating. Although they reported that students had to

work so hard they had little time to think about what they were study-

ing, they also reported that there was little competition for grades

and that student cliques and academic cheating were rare, probably

because most schools were using pass/fail grading systems.

Medi.:n1 -students were quite satisfied with their departments,

feeling their departments had helped them adjust to medical school and

helped them deal with such details as housing and work for their spouses.

They also felt the administration was responsive to their needs, recep-

tive to their ideas, and open to their participation in governance.

Vile students were also satisfied with the laboratories and equipment

provided by the department.

overall, the medical students seemed more satisfied with their

schools than students in any other discipline. They least often would



-208-

consider different fields or different schools. The medical students'

satisfaction with their schools as they ale was reflected in their

reactions to several -roposed reforms of advanced education. For

example, few medical students saw any reason to abandon required

classes after the first year, to allow more credit for independent

study, to allow more interdisciplinary work, or to allow credits for

teaching. Few felt any need to have a published statement of the

definitions of "progress.' They favored the same pass/fail systems

that most of their schools were using. They did not favor "weeding

out" students after the first year, a policy seldom used in medical

school. Thus, in a number of areas, they saw no reason to change

their schools. However, they did favor changes in admissions and

finances. They would like to see admissions made on talents in

addition to academic talent. They favored the admission of more

women and more minority students. In finances, medical students

favored the ideas of giving all students scholarships, cf basing the

award of scholarships on need as much as ability, and some version

of the Yale plan.

In short, medical students did not have an easy time in meeting

the c,sts of medical school. They were quite satisfied with their

departments, although they did not give high ratings to some of the

particular aspects of their academic experience.
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Chapter lb -- Coclusions

Graduate and professional education irt In a time of change. Many

of its policies and practices are under fire from critics with a variety

of viewpoints. Many reforms have been suggested. 1)o the results of our

study support or refute the criticisms? What do the results suggest

the way of reform?

the focus of many criticisms is admissions. Graduate and profes-

sioaal schoo Is are criticized as being the tool of a sexist and racist

society. Our results did show that, a year after they graduated from

college, women worked more often than men, and women attended graduate

or professional school less often than men. Men were about half again

as likely to be in advanced study as women (37.9 nercent of the men

were in advanced study, compared to 25.4 percent of the women), even

though the women had had better grades in college. Of course, much of

this ditterence might be expected because the women had less often

planned to continue their educations when they were seniors. This sug-

gests that capable college women should be given more encouragement to

consider graduate or professional school than they are now. Perhaps

Lounseling, information or awareness programs could increase the numbers

of college women who apply for advanced study. However, even if more

women did apply, more effort would probably be needed to get them in.

our survey revealed that even t.h0 women who had planned to go on were

less likely than the men to actually attend graduate or professional

school (7+.9 percent of the men who had planned to go on to advanced

study were in some tom of advanced study a year later, compared to
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b4. u percent of the women who h.ld planned to go on) . rht. difterenee

was even larger when we examined the extent to which students were in

the specific field they had planned to enter; women followed through

with their plans only three quarters as often as the men. The degree

to which women followed through with their plans less than men varied

by area, with the largest difference in medicine, and the smallest in

law. Women may see law ;:s a career which has an impact on society, and

which has an adaptable schedule. The overall results indicate that the

women who do not enter their original field of choice tend to go into

education. About one in every four women in advanced education was in

education, in contrast to about one in sixteen men. In sum, compared

to men, women less often planned to pursue advanced studies; when women

did plan advanced studies, they less often followed through with their

plans; when they did attend graduate or professional school they were

more likely to be in education. Remember that women, on the average, had

better undergraduate academic achievement records than men. The loss of

the talent represented by these facts is large and serious. What can be

done? Unfortunately, there are few suggestions for changes at the

graduate or professional school level from our results. Finances do not

seem to be the problem. Women seemed to have just as much access to

fellowships and scholarships as men, and women held assistantships just

as often. Men and women in advanced study worked to about the same

e:;tent. Nor is counseling a panacea. Analyses of the senior data in-

dicated that men and women reported about the same degree of encourage-

ment from facul ty, and they considered the same sources of advice to be

valuable in deciding about future plans. The differences in the attendance
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patterns do not seem to be easily explained by anything that could be

affected by a simple change in the practices or policies of the graduate

or professional schools. Rather, the differences seem to be due to a

long term lack of confidence among many women, which may be difficult to

change. nanges in policies at the graduate level will certainly help,

particularly the kind of franUy sexist attitudes held by some professors

and department chairmen that Heiss (1970) found. However, it seems that

the differences between men and women at the graduate and professional

school level will be eradicated only as part of a general change in our

society's attitude toward women, and women's own attitude toward themselves.

The subtle and nearly unconscious discrimination against women con-

trasts sharply with the condition of minority students, particularly blacks.

Rlacks went on t' graduate or professional school as often as whites did,

although they had poorer grades in undergraduate school. Blacks received

r: ore financial aid, and greater assistance from their schools than did

whites. hie analyses reported in Chapter 9 suggest that the graduate and

protessinal sclitn are doing a great deal already to provide open access

to advanced study for blacks and to make t1 graduate or professional

school :.prine as comfortable as possible for them. Although more can

always be done, it appears that :%ost graduate and professional schools can

skarcely be regarded as biased against b lacks. The opposite seems to be

tilten the cise.

In the re is little evidence that graduate and professional schools

arc deliberately biased against women and blacks. Womens' lower rate of

atLendauce seems due to their level of confidence in their ability and
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right to pursue advanced study. black:), at least in our study, pursued

advanced study ai often as whites, and seemed to receive greater aid from

their institutions. While it is possible that unconscious [-las exists among

some professors and that bias could be challenged, it appears that the

schools could generally change few policies to make themselves any more

equalitarian than they are now. One possible exception is to provide more

flexibility for the schedules of women, although this is essentially a

minor variation on what is already done.

It might be difficult to effect such changes however, since the

majority of the students in our sample opposed the idea; in fact less than

one in four favored it. Student comments indicated that they generally

favored the system as it is now, and would consider such changes to be

sexism in reverse. It is also striking that students seemed to oppose

the idea of admitting more minority students, if they do not meet the

usual admissions criteria, at the very time many of their institutions'

admissions officers were doing just that. Only about a quarter of the

students favored the admission of minority students who did not meet the

usual criteria. In contrast, most of the departments studied by Reiss

(1970) had some kind of special admission policy for minority students,

although they were reluctant to announce the fact. Consistent with this

study, Heiss reports that the institutions seem to make a concerted ef-

fort to recruit promising minority students and to obtain financial aid

for them. Again, then, the institutions appear to be making a strong ef-

fort to recruit and retain minority students, in some cases, it appears,

to a greatec extent than their non-minority students might agree with.
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We found that the traditional obstacles to students front poor back-

grounds still seem to exist to some degree. Less privileged students

planned to continue their educations a little less often than

more privileged students, and when they did plan to gc on, they did not

as often follow through with their plans. The advantage of the more

privileged was strongest in the professional fields of medicine, law,

and business. The need for financial aid, counseling and information

about low cost programs remains, particularly in the more costly profes-

sional programs. saw that present financial aid seems to be based

about equally on need and ability, a formula few people would disagree

with. Perhaps there simply needs to be more aid available, or at least

11.ade more accessible. Students in costly fields, such as medicine, or

fields with relatively few scholarships, such as law, frequently had to

go into debt to be able to pursue their studies. Greater availability

of aid funds in these fields seems especially important. The students

in our study strongly agreed Lhat some improvements in financing should

be !liade. would consider "something like the Yale plan," by which

students would pledge some percenUlge of their future incomes to meet

their present needs and package arrangements of scholarships, loans and

jobs. fhey would like to Ste re emphasis on need in awarding scholar-

ships an i a:isist.intships. They would like to sec tuition lowered. All

of these re,,ults sugge:-:t th.it graduate and professional school students

would like to see some national, tair, and readily available financial

aid so they could pur-;tie their studies without financial stress. Per-

ntti11.1l like h,i( Iducational Opportunity

(;rant program .it the undergraduate level could be developed at the graduate

level.
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Another focus of criticism 18 the spocific procedure used for admis-

sions. Admissions tests Iu born the brunt of many criticisms. Our re-

sults indicate that many graduate and professional school students make

the same Liiticisms. Many think the tests are oriented toward a white

middle class culture, focus on narrow academic abilities, and do not ac-

curately assess their abilities. To these points it may be argued that

the tests merely reflect the Interests of the graduate and professional

schools. They reflect the white middle class culture of the schools;

the abilities, attitudes, and behaviors that the schools look for and

reward are, by and large, the ones that the white middle class culture

looks for and rewards. The tests focus on just the academic abilities

that the schools consider important. Studies have shown the tests to be

useful predictors of academic performance, if not perfect ones. Testing

organizations have undertaken a spate of research to show that tests are

not biased in a technical sense. Others have met the criticism head-on

and argued for this legitmacy and validity of tests (Stanley, 1972). What-

ever the criticisms and defenses, one point should be reemphasized: admis-

sions tests have been and are merely the technical apparatus for the eval-

uation of students' academic promise; an apparatus which is especially ef-

ficient in predicting grad.!s. Because of this basic purpose of admissions

tests, many criticisms of them are really criticisms of traditional academic

procedures and values. The tests probably should be broadened, just as

graduate and professional education should be broadened. But changing

the tests would not very quickly change graduate or professional education.
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Such changes may be slow. As we have seen, graduate and professional school

students appear to find satisfactory most of their institutions' policies

and practices. In admissions, they do not seem to favor a change in admis-

sions standards, even for such a widely valued goal as equality for

minority students. Of course they would like to see admissions based on

evidence of talents beyond the strictly academic ones. Perhaps it is

here that the best hope for change lies. As the graduate and professional

schools come to realize that academic achievement is only one of many

components in success in their fields, and perhaps a small one at that

(Hoyt, 1965), thy may seek better ways to identify and evaluate the non-

academic abilities which are also related to success.

The schools' attempts to orient new students seemed to get low scores

from students in every field. Clearly, the departments and schools could

do a better joh. In some cases, the graduate or professional students'

associations have tried to provide the information that new students need.

In others, a kind of underground press exists which serves the same functions.

It is important, particularly in the graduate fields, for students to .rave

accurate, up to date information. Some students follow the wrong paths and

inadvertently Wastc a great deal of precious time, thus extending their

studies. Some find that they have to go back to pick up basic skills and

techniques which they need nefore they can move ahead. Departments and schools

have a responsibility to help new students avoid such floundering by giving

adequate tu-ientation and adequate catalogs, pamphlets or other materials to

each applicant.
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The quality of teaching is crit!ci;!ed at all levels of education.

Apparently, most graduate and professional school students think their

professors' teaching is fairl% good. They described the majority of their

professors as friendly, cicir, objective, and concerned with their teach-

ing. however, they also seemed to feel that their profeors were not very

helpful as advisors. of course, professors have many other duties outside

the classroom, and need to attend to them. Hwever, it might be useful

it departments could encourage their professors to consult with their

students by providing time in the schedule for them to do so, and by pro-

viding rewards to professors for doing so. Much of the stress of we first

year of study might be eliminated it students had more contact with their

professors about their academic progress. Graduate students seemed to

think the formal requirements for their degrees were reasonable, but the

professional school students seems to want greater breadth and flexibility

in the courses they could take.

Another persistent criticism of education, at all levels is that is is

too removed from the pragmatic realities of the world. Advanced education,

in particular, is criticized for its ivory towers. Many students seemed

to agree with the criticism, and would like to see their programs become

more practical. They may be partly concerned about their own future job

prospects, but many have other reasons. They sense that their fields are

moving further from society as their research and scholarly studies become

more and more technical and more concerned with the specifics and niceties

of the field. This feeling seems to exist even among students in the

"applied" fields. Perhaps they see that the pressures to publish have
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resulted in a waterfall of "literature" which is writen more to be

published than to truly add to the field. Perhaps they sense the danger

in a system which leads some people to ask "How can I get something in

print?" rather than "What is most important to do?"

Because of the increase in our knowledge, and the increased demands

placed on our graduate and professional schools, we need to examine the

organization and practices of the schools. This study has attempted to

study those organizational structures and practices through the perceptions

and experiences of first year students. It appears that much may need to

be changed, but that, by and large, our graduate and professional schools

are doing a creditable job of training our future scholars, teachers, re-

searchers, practitioners and professionals.
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Appendix A. Comparisons of the Follow-up Sample

Respondents with Non-respondents

The senior survey records of individuals who were sent the follow-up

questionnaire were studied in a series of analyses. The records of stu-

dents who responded were compared with those who did not to examine the

possibility of response bias. The comparisons of respondents and non-

respondents were made in three ways: 1) for all, students who were sent

the follow -up questionnaire, 2) for those students who had indicated that

they planned to ;o on to graduate or professional school the next fall;

and 3) for those students who did not plan further study the next fall.

The results are described for the areas of academic performance, per-

sonal and background characteristics, educational plans and aspirations,

and college experiences.

PAcademic erformance. The undergraduate grades of respondents and non-

respondents in all courses and major field courses are shown in Table A.1.

There is a very slight tendency for the non- respondents to have lower

grades than respondents, but the size of the differences appears to have

very little importance. There were also virtually no differences between

the respondents and non-respondents in their responses to twelve attitu-

dinal statements about their self-evaluations of their academic ability,

their motivation for grades, and their attitudes toward grading (not shown).

Background and Personal Characteristics. The comparisons of respondents

and non-respondents to selected background and personal characteristic

items are shown in Table A.2. There were no differences or very small

differences between the respondents and non-respondents on sex, marital

status, parental education, family income, parental religion, and

parental encouragement of further academic work. However, there are some
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differences in the percentages of students from various ethnic groups.

The overwhelming majority among both respondents and non-respondents

were white, but there were approximately twice as many blacks, orientals

and "others" among the non-respondents than among the respondents.

Clearly, the samples of respondents does not include a sufficient number

of minority members to be completely representative. Separate analyses

of the black students indicated that the blacks who responded were very

similar to the blacks who did not. However, overall, the sample under-

represents black and other minority students.

Other analyses, not shown, indicated that respondents and non-

respondents differed very little in age, military staLuE, family size

and indebtedness, and proportion of parents foreign born.

Illansand_Aspirations. The degree goals and fall plans of respondents

and non-respondents are shown in Table A.3. The distributions of degree

goals were virtually identical for the groups. Likewise the distributions

of plans for the following fall are very similar (the responses of all

students only include the nonacademic plans, since these were the only

ones common to all groups). The non-respondents included slightly more

students who planned to work full time, and,among students planning

advanced study, slightly more students who planned to study the arts and

humanities. However, these differences are small and the overall distri-

butions of plans are nearly the same. Other analyses, not shown, showed

that students who responded and those who did not gave a distribution of

responses wilich were virtually the same for their plans for the year when

they planned to obtain their degrees, and for the definiteness of their

plans.
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College'Experiences. The responses of respondents and non-respondents

to series of questions about their undergraduate experiences were highly

similar with no differences of any size. (Because the groups were so

similar, these data are not shown in a table). These variables include

friends' encouragement of plans for advanced study, work experiences in

college, extent of changes in major field, extent of changes in

vocational choice, reasons for changing vocational choice, extent of

interruptions of study, and reasons for interruption of study.

Conclusion. Respondents and non-respondents did not essentially differ

in academic success and attitudes, socioeconomic status, sex, religion,

age, marital status, military status, plans and aspirations or college

experiences. Blacks and other minority students were somewhat under-

represented in the respondents to the followup. However, with this one

exceptions the followup sample seems to-b-, a good approximation to the

total sample. There seems to be no systematic response bias, except for

a slight underrepresentation of minority students.
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Appendix B. Development of the Augmented Sample

In the design of the project it was decided to obtain an additional

sample of first year graduate and professional school students so that

certain within-field analyses could be conducted. For example, we were

interested in the variation in teaching practices among medical schools.

By examining school to school variability, we could attempt to find

answers to such questions.

ro develop a reasonably representative sample, a sampling frame was

developed. Within the graduate fields, six fields were sele':ted to

represent the diversity of such fields. To represent the humanities,

lists of English and history departments were develoTee; to represent

the sciences, lists of biology and chemistry departments were developed;

to represent the social sciences, lists of psychology and economics

departments were developed. Departments were chosen from this list to

include departments of varying size, region of the country, type of

control of the university, and "quality" as assessed by the American

Council on Education ratinw.s. Schools were chosen from listings of law

and medical schools on a random basis. These random sample lists were

shown to representatives of the Law School Admissions Council and the

Association of American Medical Colleges, who agreed that they represented

the breadth and diversity of schools in their professions.

Schools and departments were invited to participate in the study

by letter. The schools and departments which agreed to participate were

sent sufficient numbers of :a questionnaire to administer to all their

first year students. The questionnaire, The Graduate and Professional

School Survey, was exactly like the questionnaire sent to the follow-up
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sample, The College Graduate Survey except that it included several basic

background items. The questionnaires were administered at the same time

as the College Graduate Survey, in the Spring of 1972.

Altogether, there were ten law schools, ten medical schools, and

13 to 15 departments in each graduate field. The graduate departments

included a wide variety of departments, as did the law and medical school

samples. The individual institutions included seemed to be reasonably

representative of their fields. However, many of the departments were

able to contact only a portion of their first year students, and many

were unable to obtain a very high response rate. For these reasons a

good many of the departmental results are based on too few cases for

reliable statistical analyses. The number of such departments precluded

the if within field analyses originally planned. However, the

sampling of departments and schools appeared to be reasonably representa-

tive. Furthermore, analyses of the characteristics of the students in

the augmented sample with thoEe in the follow-up sample showed them to

bc highly comparable. For these reasons, the augmented sample was con-

sidered to be reasonably representative of first year students. It was

used in some analyses as a check on the results in the follow-up sample.

It was also used in some analyses because certain technical features

made the tape easier to use.



Senior Predictors of Working Full Time

Senior Variable Correlation

Senior plans to work .52
Level of degree aspiration -.32
Parents' levtl of educational attainment -.24
MCAT-Science score -.24
"I have the ability to complete the advanced work needed to
become a doctor, lawyer, or university professor" -.22

Senior major in education .21
GPA in all courses -.21
Age when first thought of advanced study .19
Self rating on scholarship -.18
GRE-Verbal score -.16
GRE-Mathematical score -.16
Fathers' encouragement of advanced study -.15
Mothers' encouragement of advanced study -.15
GPA in major field -.15
"I would rank among the best in a graduate or professional school" -.15
Senior plan to study medicine -.15
Number of offers of financial aid -.14
Self-rating on scientific ability -.14
Freshman major in education .14

"I would be able to get mostly A's in graduate or professional
school" -.14

"I would rank among the best in my class in college" -.13
Senior major in science -.13
Senior major in social science -.73
Senior plan to pursue graduate study in science -.13
Marital status (1=single, 2=engaged, 3=married, 4=married
with children) .12

Freshman vocational choice in medicine -.12
Self-rating on writing -.12
Senior plan to study law -.12
LSAT score -.11
Held assistantship in the field -.11
Sex (1=male, 2=female) .10
Family income -.10
Friends' encouragement of advanced study -.10
Raised in Jewish religion -.10
Working as an undergraduate .10
Extent of involvement in activism -.10
Senior plans to pursue graduate study in social science -.10



Stepwise Multiple Regression

With Plans

Results

R
Final
"Weight,Variable

Senior plan to work .52 .47

MCAT-Sci-nce score .53 -.14
Age first considered advanced study .54 .17

Senior major in education .55 .16

Sex: Male .55 -.07
Senior major in science .55 .32

Freshman vocational choice in medicine .56 -.11

Without Plans

Parents' level of education .24 -.08
MCAT-Science score .30 -.15
Senior major in education .35 .16

Age first considered advanced education .37 .12

"I have the ability to complete advanced work" .38 -.08
Freshman vocational choice in medicine .38 -.07
GPA in all courses .39 -.06
Marital status .40 .05



Senior Predictors of Pursuing Graduate Study in Arts and Humanities

Variable Correlation

Senior plans to pursue graduate study in arts and humanities .46
Senior major in arts and humanities .33
Senior vocational choice in arts and humanities .21

Freshman vocational choice in arts and humanities .19
GRE-Quantitative score -.14
Encouragement of college faculty important in decisions to pursue
graduate study .14

Self-rating on scientific ability -.13
GPA in major field .12
High income important in vocational choice .12
Self-rating on creativity .11
Self-rating on mathematical ability -.11
Self-rating on mechanical ability -.11
Senior major in science -.10
GRE-Verbal score .10
Self-rating on writing ability .10
Self-rating on artistic ability .10
Senior plan to work -.10

Stepwise Multiple Regression Results

With Plans

Variable
Final
Weight,

Senior plan to study arts and humanities .46 .37

Senior major in arts and humanities .48 .13

GRE-Verbal score .49 .10
GRE-Quantitative score .49 -.10
GPA in major field .50 .06

Without Plans

Senior major in arts and humanities .33 .28
GPA in major field .34 .09
GRE-Quantitative score .36 -.16
GRE-Verbal score .37 .12

High income important in vocational choice .38 -.06



Senior Predictors or Pursuing Graduate Study in
Biological or Physical Science

Variable Correlation

Senior plans to pursue graduate study in science .62
Senior major in science .43
GRE-Quantitative scores .31
Self-rating on Scientific Ability .31
Freshman vocational choice in science .31
Self-rating on Mathematical Ability .27

Working with people rather than things important in vocational
choice -.27

Number of offers of financial aid .27

Held an assistantship in the field .26

Level of degree aspiration .18
Senior plans to work -.18
GPA in all courses .14

Senior major in social science -.14
Making a contribution to knowledge important in vocational choice .14
"I would be able to get A's in graduate or professional school" .13

Being of service to others important in vocational choice -.13
Encouragement of college faculty important in decision to pursue
advanced study .13

Self-rating on mechanical ability .12

Senior major in arts and humanities -.12
GPA in major field .11

Self-rating on scholarship .11

Self-rating on skill in relating to others on an individual basis -.11
"I would rank among the best in my class in college" .10
"I would be able to complete the academic work needed to become a
doctor, lawyer, or university professor" .10

Stepwise Multiple Regression Results

With Plans

Variable R
Final
Weight

Senior plan to study science .62 .55
Encouragement of college faculty .66 .21
Senior major in science .67 .15
Working with people rather than things

important in vocation choice .68 -.10



Without Plans

Variable R
Final
Weight.

Senior major in science .42 .31
Working with people. rather than things

important in vocational choice .46 -.17
Encouragement of college faculty .49 .13

GRE-Quantitative .50 .14
Making a contribution to knowledge important

in vocational choice .52 .11

Held an assistantship in the field .53 .10

'4.



Senior Predictors of Pursuing Graduate Study in Social Science

Variable Correlation

Senior plans to pursue graduate study in social science .50

Senior major in social science .29

Senior plans to work -.14
Freshman major in social science .13

Level of degree aspiration .13

Freshman vocational choice in social science .13

Self-rating on scholarship .11

Extent of involvement in activism .10

Stepwise Multiple Regression Results

With Plans

Variable R
Final
Weight_

Senior plan to study social science .50 .45

Senior major in social science .51 .11

Level of degree aspiration .52 .08

Without Plans

Senior major in social science .29 .26

Senior plans to work .31 -.08
Self-rating: on scholarship .32 .07

Freshman vocational choice in social science .32 .05

Level of degree aspiration .33 .04



Senior Predictors of Pursuing Study of Law One Year Later

Variable Correlation

Senior plans to study law .80

Freshman vocational choice of law .37
Level of degree aspiration .28
LSAT score .26
Senior major in social science .20
Senior plans to work -.19
"I have the ability to complete the work needed to

become a doctor, lawyer, or university professor" .18
Encouragement of faculty important in decision to pursue

advanced study -.15
Freshman major in social science .15
Parents' level of educational dttainment .14

Age when first considered advanced study -.14
Sex (Male = 1, Female = 2) -.13
Self-rating on writing ability .13
Status and prestige important in vocational choice .13
Family income .12

Extent of involvement in activism .12

High income important in vocational choice .12
Number of offers of financial aid -.12
Fathers' encouragement of advanced study .11
Self-rating on leadership ability .11
Mothers' encouragement of advanced study .10

Raised in Jewish religion .10
Senior major in science -.10
Freshman major in prelaw .10

Self-rating on scholarship .10
Self-rating on ability to act when limited facts

are available .10

Independence important in vocational choice .10
Senior plans to pursue graduate study in science



Stepwise Multiple Regression Results

With Plans

Variable
Final
Weight

Senior plans to study law .80 .78
LSAT score .81 .10

Without Plans

Freshman vocational choice of law .36 .29
LSAT score .43 .21
Senior major in social science .45 .12

High income important in vocational choice .46 .07
Encouragement of faculty .47 -.11
"I have the ability to complete the work

needed to become a doctor, lawyer, or
university professor" ..48 .08

Status and prestige important in vocational
choice .49 .08



Senior Predictors or Pursuing the Study of Medicine

Variable Correlation

Senior plans to pursue study of medicine .82

Freshman vocational choice of medicine .50

Senior major in premedicine .36

Senior major in science .30

Level of degre4;? aspiration .28

Self-rating on scientific ability . .27

Age when first considered advanced study -.27
MCAT-Science score .25

Freshman major in premedicine .25

Senior plans to work -.21
"I have the ability to complete the academic work to become a
doctor, lawyer, or university professor" .19

GPA in all courses .18

Parental level of educational attainment .17

Self-rating on mathematical ability .15

Held assistantship in major field .15

Being of service to others important in vocational choice .14

Self-rating on scholarship .14

Sex (Male=1, Female=2) -.13
Fathers' encouragement of advanced study .13

Mothers' encouragement of advanced study .13

Getting higher income important reason for pin suing advanced study -.13
GPA - in major field .11

"I would rank among the best in my class in college .11

Encouragement of college faculty important in decision to pursue
advanced study -.11

Family income .10

Senior major in social science -.10
Working with people more important than things in vocational

choice .10

Stepwise Multiple Regression Results

With Plans
Final

Variable R Weight

Senior plan to study medicine .82 .70
Freshman vocational choice in medicine .83 .13

MCAT-Science score .83 .10

Senior major in premedicine .84 .08



Without Plans

Variable R
Final
Weight,

Freshman vocational choice in medicine .50 .42

MCAT-Science score .56 .23

Senior major in premedicine .61 .30

Senior major in science .63 .19

Service to others important in vocational
choice .64 .11

Freshman major in premedicine .65 -.11
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8. Are you attending full-time or parttime?
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10. Are you now working full or part time (Count
assistantships and other university employment.)

C
Pjr1.j.,,I

11. If you are working, how many hours a week
do you work?

0 1 t.t) 10

0 1 i t) 20
0 21 t,, 30
031 to 40
0.11 iit 1. 1:t

12. If you are working, what kind of job do you
have' If you have more than one job, mark the
one that takes the most time.

0 Resat ossistuntNhip ur equivalent
,(:,,stantsh,u or equivalent

0 Other .11'.vt.!sity employment
0 Employ Me'it OtatSaiis the university in a job

ri:lo:VV-It to my studies
0 E mplc, ment c.:utsioe the unlversity un

not rt:ievdr;t to my studies
a job

13. Please indicate how much you have borrowed to
attend graduate or professional school, how much
you were in debt when you entered graduate or
professional school, and how much you think
you will have to borrow to complete your
degree study.

Amount borrowed
1.2) Amount in debt/ (3) Amount need to borrow

3 2, ® Less than S1.000
G.) ® ® $1,000 to $1,999
0 ®. ®S2.000 to 52.999
00® $3,000 to $4,999
0 ®® 55.000 to 57,999
C!:..® S.,000 or mol i2
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14. Approximately what overall average grades have
you received so far in graduate or professional
school? (Important: if your college does not use
letter grades C. etc. please marl: the
letter grade that is the closest equivalent to your
Torte

0 D Of 1%)..Ver ; 1 39 ot
Co ;1 50 199
Cc 1200 2.40,

; 2 50 2 99'

0 l3 00 3

0 8 ;3.25 3.49
OA to A (3 50 3.99;
°All A,., 14 00i

Q Our school uses a pass tail system.

15. How important are each of the following sources
of support for your graduate or professional
school studies?

Of Not a source
(2) A minor source

//(3) A major source

0® ® Parental or family aid
0 0 3i Spouse s employment
0 0 °Scholarship ur fellowship from your

graduate of professional school
0 °Scholarship or fellowship. from outside

the university
000 Loan from a bank or similar source

(;) ® Loan from the school of your choice
0 ®® Re3ealch aSSiitantsh,p or equivalent
0 OTe,o.hing avastantship or equivalent
00 00ther university employment
0 0 0 Employment outside the university
0 ®0 Per Sandi savings
0 0 0 Veter an's benef its

16. What admission test did you take for admission
to the graduate or professional school you are
now attending? (Bracken only one circle.)

OGRE
0 LSAT
0 MCAT
OATCS13
0%11141% Analogy
0Notif of the ,i1, to q 181

1 1 1
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Please print only as many
letters as will fit within the
bokes on the right for your
Na: le and Addreis.

FOR ETS
USE ONLY

-,

00Q00©
000000
®00000
®0000®
0 ® ® 0 0 ®
00®®00
®®®00®
0.7.)0003
®®®0®®
® ® 0000

1. NAME

2. HOME
ADDRESS

P tut Last Name

[11111111
Print F first Name M ddle or Maiden

I II II 111111111
Number. Street and arA tment Number

fi 111111
City and State

1 1 1 1

Zip Code

3. BIRTH DATE

Please blacken
the appropriate
circles on the
right for month,
day, and year
of birth.

Be sure to fill
in circles for
any zeros.

Month Day Year

OJAN. 00 00
OFEB. 00 00
OMAR. 00 400
OAPR. 00 19-00
0 MAY O0
OJUNE 0 00
0 JULY ®
0 AUG. 0 0
OSEPT. CD CD

0 OCT. C)
0 NOV.
0 DEC.

To those completing this questionnaire: This questionnaire is part of an extensive study of college seniors
being conducted by Educational Testing Service at the request of the Association of American Medical Colleges,
the Graduate Record Examinations Board, and the Law School Admission Test Council. You are probably
asked to fill out many questionnaires and ale very busy at this time of your life. But we have a special reason
for asking you to fill out this one. As you know, colleges and universities are criticized from many sides today
and are facing many problems. This questionnaire attempts to gain information about how students choose
careers, how they finance their education, the obstacles to further education they may face, and most impor-
tant, the opinions they hold about higher education. We hope this information will provide suggestions
for improving colleges and universities and for better ways to help students acquire and afford higher education.

In order to learn how students enter jobs, careers, graduate or professional schools, the seniors who participate
will he sent another questionnaire in a year. This follow-up questionnaire will be designed to find out what
students are doing at that time the kinds of jobs they have, the kinds of graduate or professional schools
they are attending, their attitudes about them, and so on.

In order to send you this follow-up questionnaire, we have asked for your name and address above, which
will be used only for the purposes of the second questionnaire. Your answers to both questionnaires will
be kept confidential. They will not form any part of your college record and will not be shown to anyone.
Some use will be made of all the data from the questionnaires which will be included in statistical reports.
These reports, however, will not reveal your identity or the identity of your college or any groups referred to.

We hope you will answer all the questions that apply to you, but you should feel free not to answer any
questions that you consider too personal or confidential for any reason. Thank you for your cooperation.

Leonard L. Baird
Project Director
Educational Testing Service

Copyright : 1971 by Educational Testing Service. All Rights Reserved. ETS 2267
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DIRECTIONS

Use only soft black lead pencil (No. 2).
Do NOT use ink or ball point pen.
Make heavy black marks that completely fill the circle.
Erase completely any marks you wish to change.
Make NO stray marks anywhere on this questionnaire.
Omit any questions which you think are too personal.

Examples of IMPROPER Marks

t000 0(100 000

Examples of PROPER Marks00 000 000

1. Your sex:

0 Male
Female

2. How old will you be on December 31 of
this year? (Blacken only one circle.)

O 171or younger
O 18'
O 19
0 20
0 21
0 22
0 23
0 24 to 29
O 30 or older

3. How do you describe yourself?

O American Indian or Native American
O Black, AfroAmerican or Negro

MexicanAmerican or Chicano
0 Oriental or AsianAmerican
O Puerto Rican or Spanish speaking American
0 White or Caucasian
0 Other

4. What is your marital status?

O single
O Engaged
O Married, no children
0 Married, one or more children
O Widowed, divorced, separated

5. What is your current military status?

O Does not apply to me.
01 have been in the service.
O I have gone through a year of the lottery

and am no longer eligible for the draft.
O I have an educational deferment.
O I have some other type of deferment.
O I am 4 -F.
O I have a low classification (3 or 4).
0 I am 1--A, with a low lottery number.

i am 1. A, with a high lottery number.

6. Indicate the highest educational level
attained by your parents.

Father
/Mother

00 8th grade or lessne Part high school
00 High school graduate
0® Part college
00 College graduate
OP Graduate or professional degree

requiring work beyond college
graduation

7. Which of the following is your best estimate
of your parents' combined yearly income
before taxes?

0 Less than S3,500
0 S3,500 S4,999
0 $5,000 $7,999
0 S8,000 S11,999

0 S12,000 S19,999

0 S20,000 S29,999
0 S30,000 and over
0 I don't know

8. How do your parents and your best friends
feel about your attending graduate or
professional school?

Father
/Mother
Best friends

oe 04 This question does not apply to me.
000 Discouraged me from attending.
Op® Have neither encouraged nor

discouraged me.
0(56 Encouraged mu to attend.
00 ® Strongly encouraged me to attend.

1 1 1
PAGE 2



9. How many people ate fully dependent for
financial support on our parents or legal
guardian? (Do not count yourself or your
parents.)

°None
00ne
0Twu
0 Three
()Four
OFive MOI

10. How many brothers or sisters do you have
that are presently attending college?

0 None
0One

TO.'0

0 Three

0Fow

11. Blacken one circle in each column.

Religion in Your present
which you religious

were reared preference

PI otestant 0 0
Roman Catholic 0 0
..,,,,Nish 0 0
oth,,, 0 0
No formal religion .. 0 0
Non*, . . .. 0 0.....

12. Were either of your parents born in
another country?

C No
°Yes. my mother.
0 Yes, my father.
0Yes. both parents.

13. Approximately what overall average grade have
you received so far in college'
(Important: if your college does not use letter
grades A, B, C, etc. -- please mark the letter
grade that is the closest equivalent to your
grade average.)

All of my college courses
/Courses in my major field

00D or low':
00 o'
00C
00 C'
00 B
0084
00 A to A4-

'rer`
14. Please mark the choice for each statement that

best expresses your opinion.

(1) Strongly disagree
1(2) Disagree

/ (3)Agree
/7/4) Strongly agree

0000 Getting good grades is the most lin
portant thing in college
I want to achieve acariciii. nonors

I try to work up to the limit of my
abilities in all my classes
I would rank among the best in
academic Ability in my class in college
I have the ability to complete the
advanced work needed to bt,ome a
doctor, lawyer, or university professor
Regardless how others may grade my
work, I think my academic work is
good
I think I would be able to get mostly
A's in a graduate or professional
school
I would rank among the best in my
class in graduate or professional
school

000® Getting good graces is important
only to lam admissi.m to graduate
or professional school or to get a
good job

0000 Competitive pressure to get high
grades inhibits creativity

0000Grades are based less on real learning
than on memory anti igreemg with
the professor

0000All college grades should be on a
pass:fail basis

0000
0000
0000
0000

0000

0000

0000

15. Have you ever worked full or part time?
(Do not count summer employment.)

O No
0 Part time as a college student
O Full time as a college student

Full time for about 1 year but not as
a college student

0 Full time for 2 3years but not as a
college student

O Full time for more than 3 years but
not as a college student

PLEASE GO ON TO NEXT PAGE
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16. Below is a list of different fields grouped into general categories. Please blacken only one for

each of the following:
(1) Your vocational choice when you were a college freshman
(2) Your original major when you were a college freshman
(3) Your current vocational choice
(4) Your current major
(5) If you plan to attend graduate or professional school, your planned field of study in

graduate or professional school

Agriculture and Forestry
0 0 0 0 Agriculturc
000GO Fish and Game Management
00000Forestry
00000Soil Conservation

Arts and Humanities
0 0000Arts and Sculpture
0 l0 ®Q Ar chitecture

0 000 OCreatiye Writing
0000C) Dr ama and Theater
0 00 00 English and English Literature
0 0000 F'reign Language and Literature
0 00 0 0Joirnalism
00000Music
0 0 0 0 Philosophy
00000RadioTV Communications
0 00 0 C) Speech
0 00 0 0 General Education or Lama? Arts
000000ther Arts and Humar;ies

0000
0000
0000
0000
0000
0000
0000
0000
0000
0000
0000
0000
0000
0000

Biological and Physical Sciences
0 Anatomy
O Astronomy
O Biology ui Genetics
O Botany

Chemistry
O Earth Sciences
0 Geography
0 Geology or Geophysics
()Mathematics or Statistics
()Meteorology
O Oceanography
C) Piysics
O Physiology
O Zoolot" or Entomology

Business and Law
000 GO Accounting
000O Business Administrat;on
00000 Data Processing
0000 © Finance
0000 ® Industrial Relations
00000 Law
00000 (Prelaw)
00000 Secretarial Science

Education
00000 Counseling and Guidance
00000 Elementary Education
00000 Physical Education
00000 Secondary Education
00000 Other Education

Engineering

00000 Aeronautical
00000 Chemical or Nuclear
00000Civil
00000 Electrical or Electronic
00000 Industrial
00000 Mechanical
00000 Other Engineering

Health Fields
00000 Dental Hygiene
0 0 000 Dentistry
00000 (Predentistry)
00000 Dietetics
00000 Medicine
0 0 00 0 (Premedicine)
0 0 0 00 Medical Technology
00000 Mortuary Science
0 0 C) 0 Nursing
00000 Occupational Therapy
0 0 0 0 0 Optometry
00000 Osteopathy
0 ©0 0 0 Pharmacy
00000 Physical Therapy
00000 Veterinary Medicine
0 0000 Xray Technology

Social Science and Religion
0 00 G0 Anthropology
0 0000 Economics
00000 History
00000 Home Economics
00000 Library and Archival Science
00000 Political Science
C) 0000 Psychology
O 0 0 CI 0 Social Work
00000sociology
00000 Theology and Religion
0 0 00 0 Other Social Science

11111 11111
PAGE 4
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Trade, Industrial, and Technical
00000
00000
00000
00000
00000
00000
00000
00000

Aviation
Construction
Drafting
Elect !City and Elect' onic.,
Industr ial Arts
Metal and Machine
Mechanical

Other Trade

00000 MY field of training is not included
in the fields listed above

00000 Housewife
00000 Undecided

PLEASE BE SURE THAT NO MORE THAN FIVE
CIRCLES HAVE BEEN MARKED IN THE LIST
ABOVE.

17. If you took the Graduate Record Examinations
(GRE), Law School Admission Test (LSAT),
Medical College Admission Test (MCAT), or
Admission Te!.t for Graduate Study in Business
(ATGSB), please indicate your score by
blackening the appropriate circles below. An
example is given fo- a score of 580.

GRE

Verbal

000
000
000
000
0'00
000
000
000

00
000

(Want.

000
000
000
00®
GO®
000
000
000
000
®0®

EXAMPLE:

Score 580

000
000000
00000
00®
000
000
000

LSAT

000
000
000
000
000
000
000
000
000
00®

MCAT
Science

000
000
000
000
00®
000
®®®
000
000
000

ATGSB

000
000
000
00®
000
000
000
000
000
000

11.1

18. We are interested in your own estimation of
your special talents and abilities. Please mark
the heading that you think best describes your
ability in each area, compared with other seniors
at your college. (This may be hard to do, but
please give your best estimate.)

(1) Below average
(2) Average
(3) Above average
(4) Top ten percent

/(5) Top one percent

00000 Writing ability
00000 Artistic ability
00000 Musical ability
00000 Scholarship
00000Scientific ability
00000 Mechanical ability
00000 Leadership ability
00000 Reading ability
00000 Acting ability
00000 Clerical ability
000 Go Speaking ability
00000 Mathematical ability
00000Sales ability
00000 Athletic ability
00000Skill in relating to others on an

individual basis
00000Sympathy for others in trouble
00000 Perseverance
00000 Reliability
00000 Creativity
00000 Memory
00000 Ability to act when limited facts

are available

PLEASE DO NOT MAKE

ANY MARKS

IN

BLANK AREAS

PLEASE GO ON TO NEXT PAGEIII III III
PAGE 5



19. The following questions deal with various
things you may have done during college.
Please mark all that you have done.

Q Attended concert: tairly often
0 Regularly read books unrelated to any

courses that I have taken
0 Regular lv watched the news on television
Q Regularly read a news magazine
O Was elected an officer of a ciass

Was elected pi esident 01 officer of one or 1110tt:

student organization,
0 Organized a college political group Or campaign
0 1,Voiked actively in an oft campus political

organization
0 Attended one or more regional or national

meetings of scholarly or professional societies
in my field

O Won a award, or other special recognition
for work in my held

0 On my own (not a course assignment) read
scholarly or professional books in my field

0 Worked actively in a student movement to
change institutional rules, procedures, ht policies

0 Initiated ei organized a student movement to
change institutional rules, procedures, or policies

O Par ticipated in one of more demonstrations for
some political or social goal, such as civil rights,

free speech for students, etc.
O Received a high rating (Good, Excellent) in

a state or regional music contest

0 Par ticipated in a ;tate or regional speech
of debete contest

0 Had a major part in a play
0 Won a pure or award in an art competition
O Eft:tm the college paper, yearbook, or literary

tilagdzien
O Hari poems. stories, essays, or articles published

in a public paper or magazine
Won hist, second, or third prize in a science
contest
Had an acsistantship in a scientific field
Was elected 01 (IllphIllteti to a college office
with power to influence institutional policy

Q Won a letterer in athletics

ise4 'at"
20. How important have the following been to

you in your choice of a vocational field?

Not important
/Important
Very important

coo Koh Income
000 Independence (extent to which you

can work on your own)
000 Being of service to others
000 Secui
000 Opportunity for leadership
000 Interest in the work activities
000 Lack of interest in other fields
000 Allows more free time than

other fields
000 Makes use of my special talents and

abilities
0 0 0 Interest in working with people

rather than with things
0 (s) Requires shorter education than

other fields
000 Interest in travel
000 Status, prestige
000 Opportunity to get ahead rapidly
00 Q Desire to make a contribution to

knowledge

21 What is the highest degree you realistically
expect to attain?

0 Bachelor degree
Master's degree (M,A., M.S., M.B.A., etc.)

O Doctor of Philosophy (Ph.D.)
O Doctor of Education (Ed.D.)
O Doctor of Arts (D. Arts)
0 Doctor of Medicine (M.D.)
0 Doctor of Dental Science (D.D.S.)
O Doctor of Veter ina../ Medicine (D.V.M.)
O Bachelor of Laws (LL.B.)
O Doctor of Jurisprudence (J.D.)
O Doctor of Divinity (0.11)
O Other

22. When do you expect to obtain the degree
you marked in the last question?
(Blacken one circle.)

000111999777231

01974

01197750 1976 or late,
0 I don't know

I I I I I I
PAGE 6



23. During your college career, how many times
did you change your major or vocational
choice?

(1) Number of times changing
major field

/ (2) Number of times changing
vocational choice

00 Never changed
00 Changed once
0 el Changed twice
00 Changed three times MOie

24. If you changed your vocational choice, why
did you do so? (Mark all reasons for most
recent change.)

01:ginal eh'":, seems to have few jobs open
0 Could nut meet requirements of first Choice
O New choice Offered a better financial fut."
0 Nev.- choice makes better use of my training

O New ctr suits my talents, aptitudes. and
interest; better

Q First choice ..vas only tentative until I decided
what I was really interested in

Q -naming tot hist choice would have cost
too much

Q Just ;ust inteiest in first Choice
0 Just th:fted into r:sent choice

25. Did you discontinue your ertlication for any
interval(s) of more than six months between the
time you graduated from high school and your
current year in college?

0 No
0 Yes. for about 13 months to ' year
0 `res. toi about 1 2 years
0 Yes, for 3 or more yetis

26. If yes, what was the primary reason for this
interruption in your studies?

CJ y service
O Illness
O Academic difficulties
O Disciplinary action by the college
0 Financial pic,blems
Q Travel

Participation in political activity
0 Mao tar
Q Pregnancy
0 I was Nod of being a student
Q I wanted tone to f!considet my

career goals

0 Other

Sta/
27. Mark the choices below which describe what

you expect to be doing this fall. If you expect
to be doing two things simultaneously, mark

both. If you are considering two alternative
plans, mark only the more probable.

0 Woking full time at a job I expect to
make my cat eet

0 Working full time at a iob which will
probably not be my career

O Noncaeer military service
0 Career in military service
O Mai riage
0 Graduate study in an arts or humanities field
0 Graduate study in a biological or physical

science field
0 Graduate study in a social science field
0 Pi ofessional studN, 'n business
0 Professional study in law
0 Professional study in medicine
0 Professional study in engineering
0 Professional study in education
0 Professional study in social work
0 Professional study in aichitectuie
0 Professional study in dentistry

28, How definite are the plans you marked in the
last question?

0 Definite
O Fairly definite, but subject to change
O Indefinite

29. How important has each of the following been
in helping you make up your mind about your
plans for after graduation?

Not important
I mportant

/Very Important

©O 0 Directories or guides to graduate or
professional study

00 0 Publications of national test programs
such as GRE, LSAT, MCAT, etc.

000 Advice front a counselor at my college
000 Advice from the university departments

or schools ? applied to
000 Advice from friends or relatives
200 Advice from parents
'0.00 Advice from a graduate or proles

sional schnoi admissions office
000 Advice from a preprofessiona' advisor
000 Advice from a professional in the field

(not a college professor)
ioo© Visit from someone recruiting for

a school

PLEASE GO ON TO NEXT PAGE
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30. Please indicate how much you have borrowed
to complete your undergraduate education
and how much of that amount still remains
to be paid.

Remains
to be

Borrowed paid

None
Less than 51.000
S1,000 to 51,999
52,000 to 52,999.
53,000 to S4.999
55,000 to 57,999
$8,000 or more

0
O

3

If you applied to a graduate or professional
school, answer items 31 through 41. If you
did not apply to a graduate or professional
school, skip to item 42.

31. On what basis will you attend? (Blacken
only one circle.)

0 Full time
0 Part time
Q Not sure
0 Will not attend

32. Referring back to the graduate or professional
field you marked in item 27, to how many
institutiois in this field have you applied, how
many acceptances have you received, and how
many hive offered financial aid?

,None
Number applttl to
Number of acceptances....
Number offering financial aid()

One Three
or or

two more

0
0

33. Have you also applied to a graduate or profes-
sional school in a field other than the field
you marked in item 27?

0 No
Q Yes, a law school

Yes, a medical school
Q Yes, a graduate .chool
Q Yes, a business school
Q Yes, some other kind of school

34. When did you first think of going t.., graduate
or professional school? (Blacken only one
circle.)

0 Before high school
O During high school
O During first two years of colloge
0 during last two years of college

35. When did you definitely decide to go to
graduate or professional school? (Blacken
only ore circle.)

O Before high school
0 During high school
O During first two years of college
0 During last two years of college

36. How important have each of the following
been in your decision to attend graduate or
professional school?

Not important
Important

/
/iVery important

® 0 O Desired vocational field requires an
advanced degree

® 0 c.) Improve chances of receiving a good
salary, promotions. etc.

0 0 0 Parents' encouragement
0 0 0 Greater prestige
0 0 0 Encouragement c,r college faculty
0 0 0 Postpone milary obligation
0 0 ® Unable to find satisfactory

employment
0 o 0 Interest in learning more about

my field
60 (,) Received a fellowship or scholarship

PLEASE DO NOT MAKE

ANY MARKS

IN BLANK AREAS

PLEASE GO ON TO NEXT PAGE
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37. In the list below, please indicate how
important each influence was in your choice
of the graduate or professional school you
expect (or expected) to attend next fall.

Not important
Important

/Very important/
000 ih.. !),(11) cola)... iit Ti'''

000 I:. ,....,n I. t ..-ofk ...,,,f, ., ;fif.t.f.,
Ix t.: y inViiihti

000 L. .t. 0, ;hit tititdt fli ;II I itys.,,On,11 sct1001

000 str.til i( oparfn)ent it hrott,sional school
000 A0,.-f .0., If,,c!), to .:,;,, chi.),
000 I Idd ,tttomit'd the: iinc,Inyty iv, do

t:nd.-.11;1.111.:11...

000 D'" '.111 1. lord/RI.) udlor
000 D,-, lob. : ,i-,,Loil ,ohuilhio 01 1131,11

000 ()ff.., of t.,..,,,,0,o,fc
000 AS 1...salnt of tht state. I di

Pay outnt state toltion ts
000 ,-.1 home
000 ExLt h.rt chonces of hew() 0(1matt:(1
000 Ft it,ttit.), sof ..f! ('i:matt,

000 L.hti hici01 attitudes
00 0 S ;

Gooch:act: rt Ica.ff i1o(tf0),)
000 R...0,0,0),, "0-ff...;
000 R..;4.01. .,it el, .11:1J / Ii

t

000 inst,tiition
000 C.0,, 6 I 16!

Goo

1 1 I

38. Now important do you estimate each of the
following would be for you as a source of
support during your graduate or professional
school career?

(1) Not a source
/(2) A minor source

/(3) A major source

0 0 © p,,,,,t,al 01 family aid
000 Spouss employment
0 0 0 schold,Nhp, of fellowship twin your

(110duatt, or professional school
000 Scholarship, fellowship, or award

from outside the univetsity
0 (:) ® Loan from a hank, savings and loan

association, Or similai soLace
0 C.) © Loan from the school of your choice
0 0 G Research assistantship or equivalent
000 Teaching.assistantship or equivalent
000 Other university employment
0 ® a Employment outside the university
Q Q 0 Personal savings
000 Veteran's / -'t,' I tti

39. In order for you to attend graduate or pro-
fessional school, how much annual financial
assistance would you need, and how much of
that amount would you have to borrow?

Need to have
/Must borrow

00 None
00 Les% than $1,000
00 Between S1,000 and
0 0 Between S2,000 and
00 Between S3.000 and
00 More than S4,000

PLEASE DO NOT MAKE

ANY MARKS

IN BLANK AREAS

I I I I I I
PAGE 9
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10. When you applied to graduate or professional
schools, how often did the following happen?

This happened at
(11 None of the schools I applied to

/(2) Some of the schools I applied to
//(3) Most of the schools I applied to

000 I had trouble getting as much inform&
non about the school as I iltedtql
I got d ,IlliCk 1 etii h111M! to my initial

request tot !Mot motion
I telt I .-a, heated as an individual
I had trouble finding out what the
sorcific ruquitements for admission
v..eie

000 1. hi: app. :dhoti deadlines were too early
00 0 The tactois the school consider ed

!mot)! tau; fin admission were never
made cleat

0 The school m.iy have discriminated
against me

000
000
000

00

41. To what extent do you think each of the fol-
lowing help or hinder one's chances of
acceptance to graduate or professional school?

(1) Hinders one's chances
(2) Neither helps nor hinders

/(3)
Helps some

//(4) Helps a great deal

0 0 0 C..) Good over all college qt afleS
0000 Marked improvement in recent grades
0000 Good grades in major field
0 0 00 f :.:.honsnip between college major

and graduate or professiona' held
0000 Broad swell tourided) undergraduate

Lour si! patter 11

0 0 0 0 H,(111 SCIAI t:S or' admissions test

0000 High scare:, r in otht:t ti.StS
0000 Sir nnti faculty I PCOMMenddt1011%
0000 Good interview
0000 Unusual job or other experience
0000 Oli tStd11(1111q ctilderlt leadership
0000 Being Black. Chicano. Puerto

Rir.e, or Arne, ICan Indian

0 0 0 0 13iing a woman
0000G.:(np apt IR. ihiCkgIOUhrl

42. If you are not planning to attend graduate or
professional school in the fall, do you have
any plans for such study in the future?

0 No
0 Possibly, after I work for a few years
0 Possibly, after I finish military service
0 Possibly, but I have no idea when
O Definitely, after I wort. for a few years
O Definitely, after I finish military service
O Definitely, but I have no idea when

43. If you are not planning to attend graduate or
professional school this fall, what are the
reasons for your decision? (Mark all that are
important.)

()Simply do not want to
0 Can enter and succeed in my field without

fur ther education
0 Cannot afford it
0 Undergraduate grades are not high enough
0 Am tired of being a student
O Have family responsibilities
0 Low admission test scores (GRE,

LSAT, etc.)
0 Discouraged by undergraduate faculty
0 Anxious to enter job market
0 Have not been accepted by any of the

graduate or professional schools of
my choice

0 Have military obligations
0 Other

PLEASE DO NOT MAKE

ANY MARKS

IN

BLANK AREAS

PLEASE GO ON TO NEXT PAGE
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A. Please describe'your present college by
rating it on the following characteristics:

Not descriptive
Somewhat descriptive

/Very descriptive

000 There is poor communication between
administration and students.

000 Students are7riendly.
000 College is intellectually stimulating.
000 Co lege is proper and conventional.
000 There is an active social and

dattib life.
000 ..ollege emphasizes religious and

ethical values.
©00 Has a friendly, approachable faculty.
000 Rules are strictly enforced.
000 There is keen competition for grades.
000 Students are treated like numbers.
000 There is much school spirit.
000 Has a liberal environment.
000 Has an informal environment.
000 The teaching is excellent.
000 Students are very bright.
000 There are lots of student cliques.
000 College is cold and impersonal.
000 College helps students become mature.
000 Students are independent.
000Students often change majors.
00 Many students have jobs.
000 Is in a closely knit community.
000 Students are involved in governance.
000College is committed to social change.
000 Professors are often absent from class.
000 There is a lot of radical activity.
0 ® 0 Professors are more concerned with

research than teaching.
000 There is a lot of drinking.
000 Drugs are easily available.
000 Academic cheating is fairly common.
000 Most students think that traditional

politics are ineffective ni leading to
social change.

45. Please indicate the approximate percentage of
time you lived in each of the following during
your college attendance. (Should total about
100 percent.)

13.° /44)

4g,14',21,;`
00000 College residence hall
00000 Fraternity or sorority
00000 Apartment or room oft campus
00000 At home with parents
00000With relatives

000000ther

PLEASE DO NOT MAKE

ANY MARKS

IN

BLANK AREAS
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46. Please respond to the following statements for each of the five types of schools listed below. 111,'e would
like to know whether you think each of the statements is generally True (T), or generally Nut True (NT).
Please give your best estimate, even if you feel you cannot say for sure.

Medical School
Law Schci

Gi i '..,,a! School of Arts and Sciences
School of Education

Graduate School or Business" /\ " /\ ../\,
(SF. "fecl T NT TNT

00-
TNT

00-1-i,0,"""to.t,""".
00 00 00 00 0 0 The t.:totv .., ti ,...01 and !caddy acre essible. !,, NitiCitllt%.

00 00 00 00 001itt.1,:d14"-C"11";t.
00 00 00 00 00 TIIPI!dtCllidilV(W0111111a:e0t)1WW,IldldndWVANCINtia.
00 00 00 00 001t112(1k1""1""1"""V"01,11101"W4"1""":("!W
00 00 00 00 001t requires a much different kind of studying than college!.
00 00 00 00 00h allows considerable: t hu,t.t in cour ses students may Like
00 00 00 00 0 OPt imanly teddies skills and in achcal tr
00 00 00 00 00 lv.ouldnuthleethecoursework.butitisn:quitedfor tnerAteer

lhavectiosen.
00 00 00 00 0 0 The course work dull.

CO 00 00 00 00Thec0411se wtk is 111.1y stimulating.
00 00 00 00 001t tt!quiteNithitlY loilghoursoffmrdwodc
00 00 00 00 00Wmi students hdvt: to defer marriage to get through.
00 00 00 00 005tudet11%diumole comernedatwotmoneytlidninherpingtwolde.
00 00 00 00 00M1' coskeiresoweAthatmanystwientsrwintodebt00 00 00 00 00 havtr

00 00 00 00 00"-)men ate discriminated against by the ddmissions

47. In this question we are interested in your views of whether the statements are generally True (T) or
Not True (NT) for the five fields below. We are interested in your views regareless of your plans for
postgraduate education or your choice of a vJcation.

Business

T NT
0000
00
0000
00
00000000
000000
000000
00
00

College Teaching and Research
Elementary/Senior School Teaching

/
Law

Medicine" "
T NT T NT T NT T NT

JO OU 00- 000 restwclegibyttiut
00 00 00 004110 tout:

00 00 00 00, Isciluit
00 00 00 00 fiwpmeshardwmk arqlhmgtw00 00 00 00 l'(Wth!%dOgylle.
00 00 00 00°Irn c011hOpOttIVI
00 00 00 000moxitiv challi..ngingandenciesting.
00 00 00 00 fii!tlion, gloat dedlofOrativity.
00 0 0 0 0 0 0 HIY11 11'wf otilitoflialy!ilstscul4qf
00 00 ~:0 001s ahlgillo"ft.c144"4L00 00 .)0 000t.ta00 00 00 0001 W)1011AVWMIIWLPW00 00 00 00&idiatWt*
00 00 00 00 F,a(W:tdffldV
00 00 00 00 T)0/10nntIMiglA00 00 00 00Th nrwerArn.
00 00 00 00 haSarabWrriViined00 00 00 00!'"Alii.t ,i it!,a',it1""Y'

Thank you for completing this questionnaire. If you have any comments &Jou. t the questionnaire, your college.
or postgraduate plans, please write to Leonard Baird, Educational Testing Service, Princeton, New Jersey 08540.
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